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An Exploration of the Alignment of Actual and Desired Roles for School Psychologists
Tessa Petereit, Ed.S.
University of Nebraska, 2020
Advisor: Dr. Tamara Williams
This mixed data exploratory study examined the actual and desired job
responsibilities of school psychologists, the Professional Quality of Life survey, school
psychologist to student ratio, and years in the profession. Qualitative data regarding
reasons they entered the field, barriers to practicing in their desired role, and roles they
felt to be most effective was gathered. The aim of this study was to shed light on the
extent to which the alignment of their desired roles influences the perceived effectiveness
of the school psychologists. Most school psychologists entered the field to support
children; all but one of the school psychologists surveyed indicated barriers preventing
them from practicing within their desired job role. This research should encourage
educational stakeholders and school psychologists to overcome the barriers to provide
school psychologists the ability to practice within an expanded role to provide a wholechild approach to supporting the education and well-being of students.
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Chapter 1
Introduction of the Problem
School psychologists hold a multifaceted role within schools working with
students, families, and school personnel on an array of practices relating to academics,
behavior, mental health, and social-emotional needs (National Association of School
Psychologists, 2015). School psychologists have historically been the educational
professionals in charge of child find (the legal obligation to evaluate students who have a
suspected disability). The evaluations completed have historically included a battery of
assessments to determine academic placement and special education eligibility. This
continues to be a primary function of the role of school psychologists, despite decades of
guidance from the National Association of School Psychologists (2015). The Model for
Comprehensive and Integrated School Psychological Services (Cowan, 2010; NASP,
2015) instead focuses on expanding the role of school psychologists to support the needs
of students and schools. Research has found that practitioners would prefer to work in an
expanded role but have had varying control over their role due to the needs within their
specific setting (Brown, Holcombe, Bolen, Thomson, 2006; Filter, Ebsen, Dibos, 2013;
Levinson, 1990; Wright & Gutkin, 1981). This study explored the alignment of desired
roles of school psychologists in comparison to their actual job functions. The degree of
alignment was compared with school psychologists’ measure of professional quality of
life using the ProQOL scale. Lastly, alignment and scale results were analyzed by factors
such as school psychologist to student ratio, school psychologists’ perception of the roles
in which they were most effective, and years in the profession.
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The field of School Psychology. School psychologists are uniquely trained in
both education and mental health to work with students, families, schools, and
communities to support social, emotional, behavioral, and academic needs of children
and youth (National Association of School Psychologists, 2015). These services are
provided to students directly or through indirect services. Indirect services may include
consultation with teachers, systems work with the school, or support to the family
addressing challenges like poverty, mental and behavioral health, bullying, low academic
achievement, and trauma, among others (National Association of School Psychologists,
2015; Ross, Powell, & Elias, 2002).
Desired vs. Actual Role. When considering the roles of school psychologists in
schools, a growing body of literature has explored the factors of desired versus actual job
roles (Filter, Ebsen, & Dibos, 2013; Brown, Holcombe, Bolen, & Thomson, 2006;
Wright & Gutkin, 1981). Filter, Ebsen, & Dibos (2013) summarize their findings to
match the shift in the profession from the traditional gate-keeper role to a problemsolving role; school psychologists surveyed indicated a desire to do less IQ testing and
report writing, and allocate more time to complete prevention screening to drive
interventions. Brown, Holcombe, Bolen, & Thomson, (2006) indicated similar findings:
school psychologists who were in an expanded role were more satisfied in their jobs,
although still desired to spend less time testing and writing reports in order to have more
time with both direct and indirect services to students. Wright & Gutkin (1981) also
studied school psychologists in Nebraska and found that they aspired to spend more time
in consultation than testing.
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Positive Psychology. Positive psychology is built on scientific investigation of
the positives to improve one’s quality of life. More specifically, it is defined as the study
of human strengths and how we can build on those strengths, and the study of the good
life to understand and foster the factors that allow individuals, communities, and societies
to thrive (Fredrickson, 2001; Rana, 2015; Seligman, 2002; Watkins, 2016). Seligman
(2002) describes the good life to be the effective use of one’s strengths and resources to
produce happiness and satisfaction. These concepts are seen over time as valued
individual experiences: well-being, contentment, and satisfaction (in the past); flow and
happiness (in the present); and hope and optimism (for the future) (Seligman, 2002).
Since the shift from the early days of psychology focusing on mental illness with a
reactive approach, positive psychology has flourished. Positive psychology, with its
forward-looking orientation, suggests the potential for a more hopeful, productive, and
satisfying future for people who participate in intentional activity to build on their
strengths (Froman 2010). Positive psychology is an appropriate framework of
consideration for this study because it highlights the importance of a strengths-based
work environment, alignment of skills to job actions, and job satisfaction all combined to
create optimal conditions for professional success.
Research Question
The following research questions were used to guide the current investigation:
1. What are the actual and desired job responsibilities of school psychologists?
2. What is the correlation of the degree of alignment of actual and desired roles to
the number of students served (student ratio), number of years as a school
psychologist, Burnout, Compassion Satisfaction and Secondary Traumatic Stress?
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3. What do school psychologists consider as the reasons for alignment (or
misalignment) of actual and desired job responsibilities?
Operational Definitions
Compassion Satisfaction: The Professional Quality of Life Scale (ProQOL)
defines Compassion Satisfaction as the pleasure one derives from being able to do their
work well. Compassion satisfaction may include positive feelings towards co-workers
and contributions to the workplace or the greater good. (Hudnall Stamm, 2009-2012)
Burnout: The ProQOL identifies burnout as one of the two components of
compassion fatigue. Burnout is described as feelings of hopelessness and difficulty
dealing with or completing one’s job effectively. Hudnall Stamm (2009-2012) suggests
the negative feelings may build over time, and may be caused by high workload, nonsupportive work environment, or feelings that there is no impact from one’s work.
Secondary Traumatic Stress: The ProQOL identifies Secondary Traumatic
Stress as the second component of Compassion Fatigue. Secondary Traumatic Stress is
developed in those who care for people who have experienced traumatic events via
exposure to the trauma of others through their experience and stories. The symptoms
generally have a rapid onset and include being afraid, thinking of similar disturbing
images, avoiding places and things that remind you of the trauma, and trouble sleeping
(Hudnall Stamm, 2009-2012).
Purpose
Therefore, the purpose of this mixed data exploratory study examined the actual
and desired job responsibilities of school psychologists and correlated the alignment to
the measures of professional quality of life. Further, this study explored school
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psychologists’ perception of reasons for alignment or misalignment. The aim of this
study was to shed light on the extent to which the alignment of their desired roles
influences the perceived effectiveness of the school psychologists.
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Chapter 2
Review of Literature
Framework
This theoretical research study used the framework of positive psychology to
examine the actual and desired roles of school psychologists and the relationship to the
professional quality of life factors. The driving force behind positive psychology goes
beyond satisfaction at work to explore variables and factors to help people thrive and
flourish. Seligman (2002) explores positive emotions over time, looking at these among
individuals for satisfaction about the past, happiness in the present, and optimism about
the future. In describing positive psychology, Seligman (2002) suggests when one uses
their strengths and resources effectively, happiness and job satisfaction will result. This
study intends to investigate if school psychologists practicing in their desired roles, which
use their strengths and resources effectively, would regard their service delivery as most
effective, thereby leading to positive outcomes for students.
Positive Psychology. Martin Seligman, the founder of positive psychology, first
presented the concept during his 1998 Presidential Address to the American
Psychological Association (Seligman, 1998). In this address, Seligman discusses the
need to not only focus on those with mental health disorders but to research how to
improve the lives of all. He encouraged others to help build a discipline and
infrastructure for positive psychology in order to reorient the science from purely reactive
science. His call to action was to help make life better for all people, not just the
mentally ill, and from this address positive psychology flourished (Seligman, 1998). At
this time, 83% of the research in the field of psychology related to disabilities or illness.
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In response to this imbalance, Seligman’s work initiated a shift to a more balanced body
of research. Researchers began to explore aspects of positive psychology, including how
to help people flourish or thrive (Seligman, 1998).
Seligman (2002) identifies specific positive emotions for each given time period:
for the future- optimism, hope, faith, and trust; for the present- joy, ecstasy, calm, zest,
pleasure, and flow, which many would summarize as happiness; and for the pastsatisfaction, contentment, fulfillment, pride, and serenity.
Sonja Lyubomisky (2007) introduced the Positivity Circle when discussing
happiness, indicating that based on a compilation of research it is estimated that about
50% of the general happiness of people is due to nature or their genetics; 10% is based on
circumstance (i.e. ones’ income, age, looks, where they live), and 40% is from intentional
activity (i.e. self-determination, attitude).
Positive Psychology in the Workplace. The application of Positive Psychology in
the workplace is described by Positive Organizational Behavior (POB) (Warren,
Donaldson, & Luthans, 2017). POB is “the study and application of positively oriented
human resource strengths and psychological capacities that can be measured, developed,
and effectively managed for performance improvement in today’s workplace” (Luthans,
2002, p.59). One area of POB is Psychological Capital (PsyCap), which focuses on the
four concepts of hope, efficacy, resilience, and optimism (Luthans et al., 2015).
Within the individual level of positive psychology in the workplace, Martin
(2005) indicates the following dimensions to support enhanced satisfaction, motivation,
and productivity at work: motivation, workplace resilience, flow in work, personal bests,
and value of work. The concept of flow in the workplace is defined as the “complete
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immersion in a task” with focused attention and intrinsic motivation (Maeran &
Francesco, 2013, pg 13). Maeran and Cangiano (2013) found flow to predict peoples’
satisfaction for their job to a greater degree than other factors that have been found to
predict job satisfaction such as work significance and work responsibility. Froman
(2010) developed the idea of positive psychology by looking at the emotions of hope, joy,
gratitude, interest, inspiration, and pride and the effect on productivity and satisfaction in
the workplace.
Hope and altruism, concepts of positive psychology, have been found to influence
the moods and attitudes of people at work. Youssef and Luthans (2007) examined the
effects of hope, optimism, and resilience in the workplace to employees’ job
performance, satisfaction, and work happiness. Hope and resilience improved people's
abilities to make realistic plans for completing tasks and had a greater impact on job
performance. Optimism improved the ability of employees to overcome barriers, which
led the employee to build social support and the confidence to overcome obstacles in the
future (Rana, 2015).
In parallel, as the profession of school psychology has moved away from the
reactive approach of mainly assessing for disabilities in order to get special education
services to more preventative support, the field of psychology has also shifted to focus
more on positive psychology, studying how to live a more fulfilling and productive life,
from a focus on mental illness and psychological distress (Huebner & Gilman, 2003).
Links can be seen with the pursuit of job satisfaction as opposed to waiting until burnout
occurs, to psychology’s study of positive psychology and the historical study of
psychological difficulties. Seligman used a similar example of parents seeking to
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promote positive characteristics to their children (i.e. altruistic behavior & positive selfesteem) to create a fulfilling life for them and as protective factors for psychopathology
instead of waiting until there is a mental illness and then providing treatment. The
second volume of the School Psychology Quarterly in 2003 were dedicated to Positive
Psychology and the implications school psychologists could practice in their role.
Although the focus of the articles was on the practices in schools, the concepts could also
be seen to support school psychologists to thrive in their roles as practitioners.
School Psychology. School psychologists are uniquely trained members of
school teams who support the abilities of students to learn while providing consultation to
school staff to support the teaching of children in schools (NASP, 2015). The work of
school psychologists includes a wide array of practices and services due to their expertise
in mental health, learning, and behavior. Direct and indirect services are provided to help
children and youth succeed academically, socially, behaviorally, and emotionally. School
psychologists are, above all else, advocates for children, ensuring a safe and supportive
learning environment (NASP, 2015). Another important aspect to the role of school
psychologist is to strengthen the connections between home, school, and the community
with communication and resources to support families (Pelco, Ries, Jacobson, & Melka,
2000).
The majority of school psychologists work in public schools; others work in
clinical settings or private practices. With training and expertise in the areas of
academics, behavior, social functioning, and mental health, school psychologists serve a
diverse role within schools. School psychologists work with students, families, and
school and district personnel to support programming and services for students, as well as
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supporting districts in implementing appropriate policies and practices. The breadth of
roles and duties held by school psychologists can, at times, make it difficult to balance
the complexity of the job and intensity of the work.
History of School Psychology. The inception of the practices that would later be
considered school psychology emerged in the 1910s to assess students for disabilities and
determine placements of students (Fagan, Wise, & National Association of School
Psychologists, 2007). At this time, these professionals were seen as gatekeepers or in a
sorting role to determine the appropriate educational placement or program for individual
students. The profession began to evolve in the 1930s to include some interventions for
remedial services or counseling (Fagan, Wise, & National Association of School
Psychologists, 2007). In 1970, Hughes and Shofer presented a paper at the second annual
NASP conference with the breakdown of duties for school psychologists. At this time,
school psychologists reported that 50% of their duties consisted of performing
educational assessments, followed by consultation with parents taking 25% of their time
(Fagan, Wise, & National Association of School Psychologists, 2007).
The National Association of School Psychologists (NASP) provides a Blueprint to
guide the training and practice of school psychologists. The 3rd edition was released in
2006. This model expanded to include working with all students and creating a tiered
service delivery model (Noltemeyer & McLaughlin, 2011). School psychologists are
uniquely trained and positioned to support the demand for increased comprehensive
support in schools, as well as to analyze and problem-solve the specific needs of schools
(NASP, 2010).
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The National Association of School Psychologists provides a Model for
Comprehensive and Integrated School Psychological Services and Organizational
Principles to provide practitioners with a service delivery model and problem-solving
framework in which to support students, families, schools, and districts with a focus on
advocating for students. In addition to these tools, NASP provides a self-assessment for
the Practice Model, guidance and documents, the Best Practices Book series, and other
resources and articles. The school psychologist self-assessment allows practitioners to
rate how statements describe their own work in addition to the importance of each
activity to their practice, and allows practitioners to rate the level of professional
development needs for each domain. Cowan (2010) provides guidance to the NASP
Practice Model and shares the importance of school psychologists practicing in a
comprehensive model to support students, school staff, and to be a cost-effective
investment to the success of all students. Cowan (2010) goes on to explore the extensive
benefits to students and stakeholders when school psychologists practice within the
NASP Practice Model. These include helping schools to improve academic achievement,
behavior, and social outcomes for students as well as the ability to create a safe and
positive school climate, support diverse learners, and strengthen family–school
partnerships. With these systems and supports, the NASP Practice Model can help
improve assessment and accountability. The NASP Practice Model also intends to
connect training and credentialing, improve the quality and consistency of practice, and
broaden the services provided by school psychologists (Kalamaros Skalski, 2010).
Despite the extensive efforts of NASP to provide guidance to school psychologists
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through the Practice Model and Organizational Principles, the role of school
psychologists varies significantly throughout the United States.
The National Association of School Psychologists Practice Model 10 Domains.
The National Association of School Psychologists outlines 10 domains within a Practice
Model to guide practitioners and their employers to best meet the needs of students,
families, and community. The domains are organized into three areas which include:
foundations of school psychological service delivery; practices that permeate all aspects
of service delivery; and direct and indirect services to children, families, and schools.
Outlined below are the ten domains along with a description and an example of the work
that would fall in each category.
Practices That Permeate All Aspects of Service Delivery
Domain 1: Data-Based Decision Making and Accountability- School
psychologists are trained to use the problem-solving process and to use varied methods of
formal and informal data to make decisions. Data-based decision making is used in all
aspects of the professional practice of a school psychologist. A variety of methods are
used for data collection through both formal and informal means to identify strengths and
needs, complete evaluations, monitor progress, and evaluate programs (NASP, 2010).
Best practice within this domain supports a comprehensive and systematic process to
ensure accountability for decisions.
Data collection and analysis are used to assist with the design, implementation,
and evaluation of interventions and supports for students. Decisions are made on the
effectiveness of the service or intervention based on the relationship of the actual
outcome to the goals (Harrison & Prus, 2008). This domain also emphasizes the need for
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valid and reliable measures to ensure accurate information to make informed decisions
(NASP, 2010). Data-Based Decision Making and Accountability is the umbrella of the
evaluation process used by school psychologists in completing multidisciplinary
evaluations when a student is suspected of having a disability. This evaluation includes
data collection about a student’s environment, cognitive and academic ability, and social,
emotional, and behavioral factors that may adversely impact the student’s functioning
(Harrison & Prus, 2008).
Data collection also occurs beyond the individual student level to provide
program evaluation for system level initiatives to make data-based decisions in order to
meet accountability responsibilities (Harrison & Prus, 2008).
Domain 2: Consultation and Collaboration- School psychologists use varied
models and strategies in consultation and collaboration with school staff, families,
community providers, and other stakeholders to promote effective implementation of
service (NASP, 2010). With the diverse role of a school psychologist, communication
and collaboration are essential in all aspects of service delivery, including planning,
implementing, and evaluating services for students. Bahr et al. (2017) found that school
psychologists rated themselves as most knowledgeable for this domain and found that
school psychologists spend the greatest amount of time on problem-solving consultation.
In their study, two-thirds of school psychologists rated problem-solving consultation as a
top-5 preferred activity. School psychologists also use their communication skills to
advocate for students and schools, and work to support best practices being implemented
and supported at the state and federal levels (NASP, 2010).
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Domain 3: Interventions and Instructional Support to Develop Academic Skills
Assessments and data are utilized by school psychologists to implement and evaluate
services that support cognitive and academic skills. School psychologists use their
training in biological, cultural, and social influences on academic and cognitive skills,
development, and learning to implement evidence-based curricula and instructional
strategies to meet the needs of all students. This also includes consultation with other
personnel in schools and districts to support student-centered learning and the
implementation and evaluation of evidence-based strategies and supports (NASP, 2010).
Domain 4: Interventions and Mental Health Services to Develop Social and Life
Skills- School psychologists use evidence-based strategies to promote social–emotional
functioning in addition to mental and behavioral health, having received training on the
factors that influence behavior and mental health and the impact on learning and life
skills. Other supports provided by school psychologists include assessment to consider
the antecedent, consequence and functions of behaviors, and the impact those behaviors
may have on learning or socialization. School psychologists support all students by
assessing and implementing appropriate programming based on needs for individuals,
classrooms, or school-wide interventions for behavior, social-emotional health, and
mental health (NASP, 2010). Bahr et al. (2017) found mental health interventions rated
fourth in terms of time spent.
Systems-Level Services
Domain 5: School-Wide Practices to Promote Learning- School psychologists use
data and evidence-based resources to promote, implement, and sustain practices and
strategies for an effective and supportive learning environment for students and staff.

15

School psychologists, in collaboration with other school personnel, implement universal
screening measures to collect data, and use the problem-solving process to determine the
appropriate services needed. Services are delivered through a multi-tiered continuum of
support (NASP, 2010). School psychologists rated themselves as having an extensive
understanding of school-wide practices according to Bahr et al. (2017).
Domain 6: Preventive and Responsive Services- School psychologists promote
and provide supports that enhance learning, mental and behavioral health, safety, and
physical well-being. This is done through direct services and consultation with other
school personnel to promote wellness and resiliency through multi-tiered prevention and
evidence-based strategies.
School psychologists also work with district and school crisis teams for effective
crisis preparation, response, and recovery, ensuring both physical and psychological
safety (NASP, 2010).

Bolnik & Brock (2005) surveyed school psychologists and found

that 90% experienced at least one of the 37 specific physical, emotional, behavioral,
cognitive, or work performance reactions following crisis intervention work. This study
went on to discuss the importance of self-care and determined that 94% of the school
psychologists surveyed indicated self-care strategies were important. These findings and
those of Harbert (2000) suggest the work in crisis intervention to be stressful for school
psychologists. Although returning to a normal routine is a self-care strategy, Bolnik &
Brock (2005) suggest that school psychologists may not take a break or necessary time to
decompress after a crisis but rather return immediately to their normal duties.
Domain 7: Family–School Collaboration Services- School psychologists facilitate
family and school interactions to support academic and social–behavioral needs of
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children (NASP, 2010). In a national study, school psychologists highly rated the
importance of educating families on ways to support children's behavior and learning at
school, and teaching about discipline and child development (Pelco, Ries, Jacobson, &
Melka, 2000). When developing and providing services to families, school
psychologists may need to determine if there are any barriers (i.e. diverse cultural issues
or accessibility of communication) impeding family-school partnerships and work to
mitigate these barriers (NASP, 2010). School psychologists also support communication
when children are involved with community agencies, creating open lines of
communication between the family, school, and all parties (NASP, 2010).
Foundations of School Psychological Service Delivery
Domain 8: Diversity in Development and Learning- School psychologists
understand and support diverse characteristics, cultures, and backgrounds. They address
potential influences related to diversity to promote effective functioning for individuals,
families, and schools (NASP, 2010). School psychologists work collaboratively with
other school personnel, utilizing the problem-solving framework to address the needs of
English language learners. School psychologists also promote fairness and social justice
in programming and services (NASP, 2010).
Domain 9: Research and Program Evaluation- School psychologists are trained
in research design, statistics, data collection, analysis and interpretation of data, and
understanding and interpreting data in applied settings (NASP, 2010). With this
background, school psychologists evaluate and use research principles as a foundation for
service delivery to support effective practices at the individual, group, and systems levels.
School psychologists consult with school personnel in the collection and analysis of
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screening and progress monitoring data, and help make recommendations based on the
information collected. Fidelity is key to ensuring accurate interpretation and use of data
(NASP, 2010).
Domain 10: Legal, Ethical, and Professional Practice- School psychologists have
background knowledge of ethical, legal, and professional standards to provide services
and professional practice that is legal and ethical (NASP, 2010).
Huhtala, Kinnunen & Feldt (2017) explore the ethical aspect of the work of
school psychologists that may affect their overall well-being. Huhtala, Kinnunen & Feldt
(2017) found that school psychologists are exposed to high levels of stress due to many
different ethical situations with different stakeholders, varying options, perspectives,
policies, resources of the school, and professional ethical guidelines all while considering
the best interest of the student.
Barriers to a Comprehensive Role. The NASP Practice Model defines and
promotes a comprehensive role. NASP also discusses barriers that may present issues to
school psychologists practicing within this role. Barriers may include lack of
understanding of the full scope of school psychological practice, school psychologist to
student ratio, competing interests with other professions (e.g., behavior specialists,
community providers, etc.), and lack of funds or the perception that comprehensive
services will cost more (Cowan, 2010). Other barriers found to providing comprehensive
and integrated school psychological services were lack of time or a heavy caseload and
policies which narrow the role of school psychologists (Castillo, et. al., 2016).
The idea of a recommended ratio of students per school psychologist has also
been considered in the discussion of providing a comprehensive and expanded role in the
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profession (NASP, 2015). The recommended ratio has changed over time as the services
and scope of practice have changed. In 1942, Cornell recommended a ratio of 1:3,000 to
support 10% of the student population: now the National Association of School
Psychologists (2016) recommends 1:500-700 depending on the role and services
provided (Fagan, 2004; NASP, 2010). Watcott, Hyson, & Loe (2017) reported during the
2014-2015 school year the student ratio for school psychologists in the United States was
1:1331, making it difficult for school psychologists to practice in an expanded role. The
school psychologist to student ratio was noted by Wright and Gutkin in a prior study of
practicing school psychologists in Nebraska. In 1981, they surveyed school
psychologists in Nebraska and found the average psychologist: student ratio to be 1:2570,
ranging from 1:333 to 1:7500. This study reported the recommended standard at the time
was 1:1000 by the National Association of School Psychologists. System assessments
should be completed to determine the level of staffing based on the needs of the students
and school system (NASP, 2010). Due to the expanded role of school psychologists to
provide comprehensive and preventative services outlined by the NASP Practice Model,
the recommended ratio was adjusted in 2008 (NASP, 2010).
In order to provide comprehensive support to students, school psychologists must
be within the NASP recommended school psychologist to student ratio. The shortage of
school psychologists needs to be mitigated in order to provide this level of support to
students and schools. A shortage of school psychologists also puts a strain on current
practitioners. Schilling, Randolph, & Boan-Lenzo (2018) found that although many
factors contribute, role overload and lack of available support were notably related to
causes of burnout.
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Desired vs. Actual Job Duties. Research of desired versus actual roles of school
psychologists in Nebraska was completed in 1977 by Cook & Patterson and again in
1981 by Wright and Gutkin. Both found that school psychologists prioritized consultation
above assessment. Cook and Patterson (1977) found that in actual practice, school
psychologists were spending three times the amount of time on assessment than time
spent in consultation: 48% vs 15%. Wright and Gutkin (1981) also found that school
psychologists desired to spend more time in consultation (39%) than their current practice
(31%) and less time on assessment (actual 32% to desired 20%). More recent and
national studies have reported similar findings of school psychologists desiring to spend
more time engaging in consultation and less time in assessment (Benson & Hughes,
1985; Roberts & Rust, 1994; Brown, Holcombre, Bolen, & Holcolmbre, 2006). Wright
and Gutkin (1981) also explored job satisfaction and its relation to job roles. They found
that, overall, school psychologists surveyed expressed a moderate level of job
satisfaction. The two areas of lower satisfaction were workload and power to effect
change. They speculated that the discrepancy between the actual and desired roles was a
likely source of frustration which created a sense of professional impotence (Wright and
Gutkin, 1981). This ties in with the framework of positive psychology: if one’s practice
does not align with their beliefs of best practice, it is less likely that they will feel
satisfaction or fulfillment for their past, flow and happiness in the present, and hope and
optimism for the future (Seligman, 2002).
Burnout. Maslach, Schaufeli, and Leiter (2001) view burnout in three
dimensions: exhaustion, cynicism, and inefficacy. They describe burnout as the response
to the ongoing emotional and interpersonal stress of a job. Maslach, Jackson and Leiter
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(1996) report that signs of burnout may include cynicism, lack of energy and motivation
to engagement in productive work, and disillusionment toward their job (1996). Huebner
(1992) found in a study of 350 school psychologists that burnout was seen in the area of
emotional exhaustion for one-third of participants, one-quarter met the criteria for
reduced personal accomplishment, and around 10% reported high depersonalization. The
well-being of school psychologists impacts burnout and the retention of practitioners in
the field, which is an important aspect to address in order to support the mental health of
a school psychologist and decrease the shortage in the field.
Stress, Emotional Labor. Emotional labor was seen to be a factor impacting
burnout among school psychologists, leading to recommendations of further education
for practitioners of its impact and to identify appropriate support (Weaver & Allen,
2017). Emotional labor may also be seen at times of crisis when one must maintain a
professional demeanor and be a supportive caregiver even when internal emotions do not
match. This happens with the array of work completed by a school psychologist. There
are days when after completing a suicide threat assessment, one must transition to another
activity in a matter of minutes without time to debrief or regroup. At times it is difficult
for school psychologists to balance the complexity and intensity of the job while working
with students with the highest needs in schools.
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Chapter 3
Participants
Participants in this study consisted of school psychologists affiliated with the
Nebraska School Psychologists Association during the 2019-2020 academic school year.
Measures and Procedures
The information collected was used to explore and correlate the relationship
between the following: Burnout, Compassion Satisfaction, Secondary Traumatic Stress,
number of students served (student ratio), number of years as a school psychologist, and
the degree of alignment from one's actual role to their desired role.
Measurement of Job Responsibility: Participants answered questions pertaining
to years of practice as a school psychologist, their current student ratio, and indicated the
percent of time they spent and would prefer to spend to complete tasks which fall in the
10 NASP domains.
The National Association of School Psychologists Model for Comprehensive
and Integrated School Psychological Services: The National Association of School
Psychologists states a mission to “represent school psychology and support school
psychologists to enhance the learning and mental health of all children and youth”
(NASP 2010, Pg 1). Guidance to provide this level of service delivery is provided by the
NASP Practice Model which includes 10 domains broken into three areas.
Desired Role vs. Actual Role: Participants were asked to give a percentage of the
time they currently spend completing the tasks which fall in each of the National
Association of School Psychologists Practice Model 10 Domains and then give a
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percentage of how their time would be spent in their ideal practice. The total percentage
of both actual and desired roles should create a sum of 100%.
Years as a School Psychologist: Participants were asked to give the number of
years they have been a practicing school psychologist. This number was rounded to the
nearest whole number. Participants counted the number of years practicing with their
degree, internships were not be included in this total.
School Psychologist to Student Ratio: Participants were asked the number of
students they serve to determine the school psychologist to student ratio. This ratio was
compared with job satisfaction, burnout, and the relationship to the desired and actual job
role.
Measurement of Perceived Effectiveness & Barriers: Participants were asked the
following questions:
1. In general, to what extent do you feel your actual role aligns with your desired
role:
A. Full Alignment

B. Strong Alignment C. Moderate Alignment

D. Poor Alignment

E. No Alignment

2. What attracted you to the profession of school psychology?
3. Which aspects of your role do you consider the most important to your overall
effectiveness?
4. Where there is not alignment between your actual and desired role, what barriers
contribute to the discrepancy?
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Measurement of Burnout, Compassion Satisfaction, & Secondary Traumatic
Stress: The Professional Quality of Life Scale Version 5 (ProQOL) was administered to
all participants (Hudnall Stamm, 2009-2012). The ProQOl is a 30 item self-report
measure where the ‘helper’, in this study school psychologists, was asked to answer each
statement using a 5-point Likert scale of Never to Very Often. Directions asked for
participants to consider the questions about one's experiences in their current work
situation and to answer how frequently they experienced the given statements in the last
30 days (Hudnall Stamm, 2009-2012).
Data Collection and Analysis
Data derived from the surveys included individual level responses to quantitative
items in addition to a summary of all responses received. With the data collected,
quantitative data analysis was conducted to answer the research questions asked and
common themes were examined. In addition, responses of participants to the qualitative
questions were analyzed for themes and compared to the quantitative data.
Quantitative. The ProQOL, years as a school psychologist, student ratio, and the
degree of alignment of actual and desired job roles were analyzed to determine themes
relevant to answer research questions using chi-Square tests of independence.

The chi-

square test of independence is used to test statistical independence or association between
two or more categorical variables. To determine the relationship between the alignment
of a school psychologist’s actual and desired role and the relationship to Compassion
Fatigue, Burnout, and Secondary Traumatic Stress, chi-Square test of independence was
used to compare the five alignment groups to the three measures.
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The percentages of actual and desired time completing tasks was compared and
statistical significance of discrepancy calculated. Alignment of actual to desired role,
years as a school psychologist, and student ratio will also be correlated with Compassion
Fatigue, Burnout, and Secondary Traumatic Stress.
Qualitative. Participants were asked open-ended questions on what attracted
them to the field of school psychology, which roles they considered the most important to
their overall effectiveness, and in cases of misalignment between actual and desired roles,
what barriers contributed to the discrepancy. Categorizing analysis using open coding
was used to organize the responses of participants. Substantive categories were
developed from participant responses. These coded categories were responses analyzed
for themes and compared to the quantitative data of years as a school psychologist,
student ratio, and the degree of alignment of actual and desired job roles.
Research Question 1. The first research question explored actual and desired job
responsibilities of school psychologists. Survey participants indicated the percent of time
they currently spend completing duties in each of the 10 NASP domains or completing
other duties as well as the percent of time they would desire to spend completing roles
within each of the domains. The alignment of the two was analyzed using a chi-Square
test of independence. This analysis used a significance level or p<.05 and determined a
significant relationship.
Research Question 2. The second research question explored the correlation of
the degree of alignment of actual and desired roles to the number of students served
(student ratio), number of years as a school psychologist, Burnout, Compassion
Satisfaction and Secondary Traumatic Stress. A chi-Square test of independence was
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completed for each variable to determine the level of significance between the actual and
desired job role.
Research Question 3. The third research question explored the reasons for
alignment (or misalignment) of actual and desired job responsibilities and roles perceived
most effective of the school psychologists surveyed. This provided context to the
framework on positive psychology, exploring if alignment to desired role was high if they
perceived their work to be more effective, be less at risk of burnout, and have higher
compassion satisfaction. Categorizing analysis using open coding was used to determine
substantive categories from participants’ responses and were analyzed for themes.
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Chapter 4
Analysis and Findings
This chapter begins with the overview of demographics of participants, followed
by the data analysis of the results of the Professional Quality of Life (ProQOL)
questionnaire, and the alignment of school psychologist’s actual role to their desired role.
The interaction of the data and relationships among variables was analyzed in accordance
with the research questions following the general overview of the data.
Response Rate
The NSPA active membership included a total of 263 members, specifically 80
student members, one Associate member, and 183 Regular Voting Members. The target
participants of this survey were 183 practicing school psychologists in Nebraska, coded
as Regular Voting Members by NSPA. Ninety-eight school psychologists began the
survey giving consent to participate in the study, 43 did not complete the survey in its
entirety so their data was not included in the analysis. Therefore, the total number of
participants in this research study was 55.
Study Participants
Practicing school psychologists in Nebraska who consented to participate in this
study completed information regarding their experience as a school psychologist and the
number of students they currently serve. The Nebraska School Psychologists Association
(NSPA) membership was utilized for this research study. All active members received
the information on the research and the survey via email from the NSPA immediately
following IRB approval.
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Years of Experience. The data in Table 1 presents the number of years the survey
participants have practiced school psychology. Some of the respondents indicated half
years, these were rounded up to include the current school year. Over half (66%) of
participants have practiced school psychology for 10 years or less.
Table 1
Participants’ Years of Experience Practicing as a School Psychologist
Years

n

Percentage

1-5
6-10
11-15
16-20
21-25
26-30
31-35
36-40

14
17
9
6
4
3
1
1

25%
31%
16%
11%
7%
5%
2%
2%

School Psychologist to Student Ratio. Table 2 outlines the number of students
served by the school psychologists surveyed. This number is the total number of students
in the school or district overseen by a school psychologist. The role of the school
psychologist varies for the number of students who are provided direct services. A school
psychologist may work with teachers or buildings and provide indirect services or
supports for students. The National Association of School Psychologists (2010)
recommends a school psychologist to student ratio of 1 to 500-700 students depending on
the role and services provided (Fagan, 2004; NASP, 2010). Seventeen of the 55 (31%)
school psychologists surveyed practice within or below the NASP recommended ratio.
The majority exceed the national recommendations; 12 school psychologists (22%) serve
more than double the recommended student ratio. As previously discussed within the
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NASP Practice Model, the student ratio does not presume the school psychologists works
individually with all students, but may indirectly affect the education of all students
through systems work and tier 1 supports (NASP, 2010).
Table 2
Ratio of School Psychologist to Students Served
Students Served

n

Percentage

0-250

1

2%

251-500

9

17%

501-750

8

15%

751-1000

17

31%

1001-1250

6

11%

1251-1500

4

7%

1501-1750

1

2%

1751-2000

2

4%

2001-2250

0

0%

2251-2500

6

11%
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Figure 1
Average Ratio Psychologists in Current Study and Recommended NASP Ratio
Note. This figure provides a visual comparison of the average caseload in this study,
1:1065 and the NASP recommended ratio 1:500-700 (NASP, 2010).

Figure 2
Ratio Range Students Served by Surveyed School Psychologist
Note. This figure provides a visual comparison of the range of caseloads in the current
study, the lowest caseload being 250 students and the highest 2500.
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Figure 1 illustrates the average caseload or student ratio for school psychologists
who participated in this study. On average, the surveyed school psychologist indicated
they serve 1065 students. This is double the low end of the nationally recommended ratio
of 500-700, also depicted in Figure 1 (NASP, 2010). The range of participants’ caseloads
is shown in Figure 2, the range of 250-2500, the high end of the range is ten times the
lowest caseload. As discussed in Chapter 2, the role of a school psychologist looks
differently depending on many factors of their position, one of those being caseload.
They may provide direct or indirect services to the students they serve in schools or
districts.
Qualitative Data
Qualitative data was gathered from participants from the survey regarding their
current and desired job role as well as whether they perceived there was an alignment
between the two. Information regarding their perceived caseload and the ProQOL was
completed, which was calculated to give a range score of High, Moderate, and Low for
the areas of Burnout, Compassion Satisfaction, and Secondary Traumatic Stress.
Correlations of these factors were completed using a chi-square test of independence.
Perceived Student Ratio Caseload. Table 3 presents the perceived caseload for
students served by the school psychologists surveyed. The perceived caseload reflects the
personal ideals of the respondents regarding the quantity of students they serve.
Respondents were asked whether their caseload was too high (indicating they serve too
many students), the correct ratio (they serve the right number of students) or too low
(they do not serve enough students). Table 2 outlined the number of students the school
psychologists surveyed oversees or serves, also known as student ratio. When asked if
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their caseload was too low, the correct ratio, or too high, participants' answers were
almost split down the middle between the correct ratio and too high a ratio (both at 27),
with one school psychologist indicating his/her caseload was too low.
Table 3
School Psychologists’ Perception of Student Caseload
Participant Perceived Caseload

n

Percentage

Too Low

1

1.82%

Correct Ratio

27

49.09%

Too High

27

49.09%

Figure 3
Perceived Student Caseload of School Psychologists
Note. This figure depicts the number of school psychologists in the survey who viewed
their caseload as too high (serving too many students), the current ratio (serving the
correct number or students), or too low (not serving enough students).
Although the number of students served is a factor when considering caseload, the
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needs of the students, school, and community contribute considerably to whether the
school psychologist has the correct caseload. School psychologists may indicate their
caseload is too high when in theory the caseload may be within the NASP recommended
range, but the needs of those students could exceed the time and support that is offered,
leading the respondent to indicate their caseload to be too high/that they serve too many
students.
Analysis of Research Questions
Actual and desired job responsibilities (research question 1). Participants
were asked to indicate the percent of time they currently spend in their role for each of
the 10 NASP Domains and the percent of time they desired to spend in each of those
Domains. The following tables and interpretations will break down the responses and
look for themes, similarities, or differences in the responses.
Table 4 and Figure 4 present the information on the school psychologist’s actual
and desired job roles based on the percentage of time in general they spend performing
activities within each of the NASP Practice Model domains. Table 4 indicates the mean
and standard deviation of the responses for each domain. Due to the range of responses
for some of the domains, Table 5 breaks participants into groups based on percent of time
spent for each domain to provide a more specific representation of how respondents are
spending their time and desire to spend their time.
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Table 4
Means and Standard Deviations for the Actual and Desired Role of School Psychologists
NASP Practice Model 10 Domains
(N = 55)

Desired % of Actual % of
time spent
time spent
M SD
M
SD

1: Data-Based Decision Making and
Accountability

19.49

9.84

33.02 21.19

2: Consultation and Collaboration

19.35

9.50

20.29 12.12

3: Interventions and Instructional Support to
Develop Academic Skills

9.24

6.73

6.78 6.23

18.55

12.20

12.29 13.82

10.20

7.22

6.95 6.38

6: Preventive and Responsive Services

8.20

4.81

6.05 6.18

7: Family–School Collaboration Services

5.89

5.46

4.42 4.28

8: Diversity in Development and Learning

2.40

3.34

1.39 2.36

9: Research and Program Evaluation

2.42

3.71

1.43 3.34

10: Legal, Ethical, and Professional Practice

3.75

5.13

4.45 7.76

Other (i.e. Drive time)

0.53

1.74

2.93 4.54

4: Interventions and Mental Health Services to
Develop Social and Life Skills
5: School-Wide Practices to Promote
Learning

Figure 4 provides a visual of the difference of areas in which school psychologists
desire to spend their time, most notably less time in NASP Domain 1: Data-Based
Decision Making and Accountability, which commonly consists of performing tasks
related to the evaluation of special education identification, and instead prefer more time
in NASP Domain 4: Interventions and Mental Health Services to Develop Social and Life
Skills. There is not a set guideline provided by the National Association for School
Psychologists to spend specific amounts of time within each domain; time may vary
based on the needs of the students served, the school building, and the community.
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Figure 4
Comparison of Percent Time Spent for Actual and Desired Roles of School Psychologists
Note. This figure compares school psychologists’ responses of the percent of time that
desire to spend in each of the 10 NASP Domains, to the time they actually spend in each
domain.
The following tables and figures will provide additional information looking at
the similarities and discrepancies of actual and desired roles. A considerable range was
also seen within Domain 4: Interventions and Mental Health Services to Develop Social
and Life Skills. School psychologists in this study are currently spending between 0-60%
in roles within this domain and desire to spend between 0-70%. A surprising result was
the number of participants who indicated they desired to spend no time in some of the
domains. Chapter 5 will explore factors that may contribute to participants' responses to
the range of time school psychologists actually spend and desire to spend completing
different roles within the NASP domains.
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Figure 5

25%-75%
Outliers
Min-Max
X Mean

Box Plot of the Percent of Time in Actual and Desired Job Roles
Note. Box plot of responses of the range of percent of time actual spent and desired in
roles of each of the NASP domains.
Table Key:
D1: Data-Based Decision Making and Accountability
D2: Consultation and Collaboration
D3: Interventions and Instructional Support to Develop Academic Skills
D4: Interventions and Mental Health Services to Develop Social and Life Skills
D5: School-Wide Practices to Promote Learning
D6: Preventive and Responsive Services
D7: Family–School Collaboration Services
D8: Diversity in Development and Learning
D9: Research and Program Evaluation
D10: Legal, Ethical, and Professional Practice.
Other: Activities that are not represented within the 10 NASP Domains (i.e. drive time)
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Figure 6 displays a box-and-whisker plot diagram of the actual and desired
percent of time school psychologists spend in each domain. This provides a visualization
on the range of responses by participants.
Table 5 provides a breakdown of participants’ actual and desired time spent
within each domain by grouping percent of time spent in NASP Domain (2010) job roles.
This table gives greater insight to the range of responses by the participants, reflecting
that school psychologists across the state currently practice in different roles and desire to
practice differently than others throughout the state. Most notably, within Domain 1:
Data-Based Decision Making and Accountability, the range for actual time spent was 5%
to 90% and the desired time to spend in practices within Domain 1 range between 0% to
50%.
Table 5
Actual and Desired Time Spent in NASP Practice Model Domains
NASP Practice
Model Domains

1: Data-Based
Decision Making and
Accountability

2: Consultation and
Collaboration

3: Interventions and
Instructional Support

% of
Time
0
1-15
16-30
31-45
46-60
61-75
76-90
0
1-10
11-20
21-30
31-40
41-50
0
1-5
6-10

Actual Time spent on
roles in the Domain
n
%
0
0.00%
15
27.27%
17
30.91%
10
18.18%
8
14.55%
1
1.82%
4
7.27%
1
1.82%
15
27.27%
21
38.18%
9
16.36%
6
10.91%
3
5.45%
16
29.09%
11
20.00%
23
41.82%

Desired Time spent on
roles in the Domain
n
%
1
1.82%
25
45.45%
24
43.64%
4
7.27%
1
1.82%
0
0.00%
0
0.00%
0
0.00%
17
30.91%
23
41.82%
10
18.18%
4
7.27%
1
1.82%
11
20.00%
7
12.73%
25
45.45%
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to Develop Academic
Skills

4: Interventions and
Mental Health
Services to Develop
Social and Life Skills

5: School-Wide
Practices to Promote
Learning

6: Preventive and
Responsive Services

7: Family–School
Collaboration Services
8: Diversity in
Development and
Learning
9: Research and
Program Evaluation

10: Legal, Ethical, and
Professional Practice

Other (i.e. Drive time)

11-15
16-20
20-35
0
1-10
11-20
21-30
31-40
41-50
51-60
61-70
0
1-5
6-10
11-15
16-20
21-30
0
1-5
6-10
11-15
16-20
21-30
0
1-5
6-10
11-15
16-20
0
.5-5
6-10
0
.5-5
6-10
11-20
0
1-5
6-10
11-15
16-20
21-50
0
1-5
6-10

2
2
1
11
27
7
5
3
1
1
0
14
13
19
5
3
1
13
22
15
1
3
1
11
22
12
2
0
37
17
1
39
14
1
1
24
19
9
1
1
1
30
17
5

3.64%
3.64%
1.82%
20.00%
49.09%
12.73%
9.09%
5.45%
1.82%
1.82%
0.00%
25.45%
23.64%
34.55%
9.09%
5.45%
1.82%
23.64%
40.00%
27.27%
1.82%
5.45%
1.82%
20.00%
40.00%
21.82%
3.64%
0.00%
67.27%
30.91%
1.82%
70.91%
25.45%
1.82%
1.82%
43.64%
34.55%
16.36%
1.82%
1.82%
1.82%
54.55%
30.91%
9.09%

4
7
1
2
20
18
11
2
1
0
1
6
13
22
4
7
3
7
13
28
5
2
0
17
15
18
3
2
30
19
6
29
19
6
1
26
19
6
2
2
0
47
7
1

7.27%
12.73%
1.82%
3.64%
36.36%
32.73%
20.00%
3.64%
1.82%
0.00%
1.82%
10.91%
23.64%
40.00%
7.27%
12.73%
5.45%
12.73%
23.64%
50.91%
9.09%
3.64%
0.00%
30.91%
27.27%
32.73%
5.45%
3.64%
54.55%
34.55%
10.91%
52.73%
34.55%
10.91%
1.82%
47.27%
34.55%
10.91%
3.64%
3.64%
0.00%
85.45%
12.73%
1.82%
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11-15
16-20

2
1

3.64%
1.82%

0
0

0.00%
0.00%

Discrepancies were seen across all domains when comparing the alignment of
desired to actual job roles. Figure 6 provides a visual representation of these
discrepancies. Domain 1, Data-Based Decision Making and Accountability, had the
highest discrepancy between actual and desired roles. Overall, participants desired to
spend 13.53% less time performing roles within the Data-Based Decision Making and
Accountability domain. This domain mainly consists of the multidisciplinary evaluation
process when a student is suspected of having a disability and the triennial reviews to
determine if a student continues to need special education (NASP, 2010). The data
suggests that school psychologists wish to spend less time completing tasks that are
involved in the evaluation process, which may include completing formal assessments
and reports writing. The next greatest discrepancy was in Domain 4: Interventions and
Mental Health Services to Develop Social and Life Skills. School psychologists
surveyed overall desired to spend 6.25% more time providing interventions in the areas
of mental health and life skills than they are currently doing in their roles.
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Figure 6
Discrepancies in the Percent of Time in School Psychologist’s Actual to Desired Roles
Note. Figure 6 provides a visual of the discrepancies between the actual and the desired
roles of the respondents.
Table Key:
D1: Data-Based Decision Making and Accountability
D2: Consultation and Collaboration
D3: Interventions and Instructional Support to Develop Academic Skills
D4: Interventions and Mental Health Services to Develop Social and Life Skills
D5: School-Wide Practices to Promote Learning
D6: Preventive and Responsive Services
D7: Family–School Collaboration Services
D8: Diversity in Development and Learning
D9: Research and Program Evaluation
D10: Legal, Ethical, and Professional Practice.
Other: Activities that are not represented within the 10 NASP Domains (i.e. drive time)
Overall, school psychologists desired to spend more time completing Interventions
and Instructional Support to Develop Academic Skills (D3), Interventions and Mental
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Health Services to Develop Social and Life Skills (D4), School-Wide Practices to
Promote Learning (D5), Preventive and Responsive Services (D6), Family–School
Collaboration Services (D7), Diversity in Development and Learning (D8), and Research
and Program Evaluation (D9).

Overall, school psychologists desired to spend less time

performing roles within Data-Based Decision Making and Accountability (D1),
Consultation and Collaboration (D2), Legal, Ethical, and Professional Practice (D1) and
performing other duties (i.e. driving).
Within Table 6, participants indicated the degree to which they felt their actual
practice aligned with their desired role. This question looked at the perception of the
participants and asked for the degree in which they felt their current role aligned with
how they desired their role to look. Almost half (47%) indicated a Moderate Alignment
to their actual and desired job roles, followed by 36% finding a Strong Alignment
between actual and desired roles. Only one respondent indicated Full Alignment and one
indicated no alignment of their actual and desired roles, leaving 13% of respondents to
indicate a Poor Alignment of their actual and desired roles.
Table 6
Perceived Alignment of Actual Role and Desired Role
Participant Perceived
Alignment

n

Percentage

Full Alignment

1

2%

Strong Alignment

20

36%

Moderate Alignment

26

47%

Poor Alignment

7

13%

No Alignment

1

2%
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Figure 7
Perceived Alignment of Actual to Desired Role
Note. Figure 7 provides a visual representation of the breakdown of participants and the
category of their perceived alignments between their current practice and desired role.
Correlation between degree of alignment of actual and desired roles to
students served, years of experience, Burnout, Compassion Satisfaction and
Secondary Traumatic Stress (research question 2). A chi-square test of independence
was used to determine correlations between participant responses from survey question
five, degree of alignment to desired role, to determine the relation between role alignment
with the other variables. Perceived alignment was reported in the survey by participants
through the degree in which they believe their actual role aligns with their desired role
using the following categories: Full Alignment, Strong Alignment, Moderate Alignment,
Poor Alignment, and No Alignment.
Alignment of actual and desired roles to student ratio (research question 2).
The information presented thus far of actual and desired job roles of school psychologists
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gives foundational information but fails to illustrate the barriers that contribute to any
discrepancies between actual and desired roles. In the qualitative questions discussed
later in this chapter, 25% of respondents indicated time or their caseload to be a barrier to
practicing in their desired role. The following tables will provide additional insight into
the comparison of respondents’ caseload, their perceived caseload, and perceived
alignment of actual and desired roles.
A chi-square test of independence was performed to examine the relation between
alignment to desired job role and school psychologist to student ratio. The relation
between these variables was not significant, X2 (4, n = 54) = 13.81, p < .001. School
psychologists’ caseload was not significantly correlated with perceived actual to desired
role alignment.
Table 7
Analysis of Degree of Alignment of Actual and Desired Roles with Student Ratio
Student Ratio/Caseload
1-700 Students
Perceived Alignment

701-2500 Students

n

%

n

%

Total

Full Alignment

1

1.82%

0

0.00%

1

Strong Alignment

11

20.37%

8

14.81%

19

Moderate Alignment

5

9.26%

21

38.89%

26

Poor Alignment

0

0.00%

7

1.82%

20

No Alignment

0

0.00%

1

1.82%

1

Total

17

37

54
X2 = 13.81

p < .001 for Observed versus Expected Cell Frequencies with df = 4.
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Table 8 provides the actual number of students served and the perceived ratio of
respondents indicating whether they feel their caseload is Too Low, The Correct Ratio, or
Too High. As previously stated, the National Association of School Psychologists
recommends one school psychologist to every 500-700 students depending on the role
and services provided (Fagan, 2004; NASP, 2010). Of the school psychologists
surveyed, 17 of the 55 (31%) practice within or below the NASP recommended ratio with
29% indicating they are practicing within the correct ratio and 2% indicating their ratio is
Too Low. For the school psychologists serving more than 700 students, 18% of
respondents indicated they were practicing within the correct student ratio while the other
49% indicated the ratio was Too High.

Figure 8
Actual Students Served by Perceived Caseload
Note. Figure 8 provides a comparison of the respondents’ actual caseload to their
perceived caseload.
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Table 8
Comparison of the Actual Number of Students Served by Perceived Caseload
Total

Too low

The correct ratio

Too high

n

n

n

n

Students Served

54

1

26

27

0-250

1

0

0.00%

1

1.85%

0

0.00%

251-500

7

1

1.85%

6

11.11%

0

0.00%

501-750

10

0

0.00%

10

18.52%

0

0.00%

751-1000

17

0

0.00%

6

11.11%

11

20.37%

1001-1250

6

0

0.00%

2

3.70%

4

7.41%

1251-1500

4

0

0.00%

0

0.00%

4

7.41%

1501-1750

1

0

0.00%

0

0.00%

1

1.85%

1751-2000

2

0

0.00%

0

0.00%

2

3.70%

2001-2250

0

0

0.00%

0

0.00%

0

0.00%

2251-2500

6

0

0.00%

1

1.85%

5

9.26%

A chi-square test of independence was performed to examine the relation between
perceived caseload size and school psychologist to student ratio, shown in Table 9. The
relation between these variables was significant, X2 (2, n = 54) = 25.47, p < .001. School
psychologists’ actual students served and perception of the size of their caseload are
correlated.
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Table 9
Analysis of Actual Number of Students Served by Perceived Caseload Size
Student Ratio/Caseload
1-700 Students
Perceived Caseload Size

701-2500 Students

n

%

n

%

Total

Too Low

1

1.82%

0

0.00%

1

Correct Ratio

16

20.37%

10

14.81%

26

Too High

0

9.26%

27

38.89%

27

Total

17

37

54
X2 = 25.47

p < .001 for Observed versus Expected Cell Frequencies with df = 2.
Table 10 compares the perceived alignment and perceived student ratio of
respondents. School psychologists who indicated they were practicing within the correct,
or their perception of an appropriate student ratio all indicated a Moderate (22%) or
Strong (25%) Alignment to their desired job role. The seven respondents who indicated
there was Poor Alignment (13%) to their desired job role and one indicating No
Alignment (2%) all indicated that their student ratio was Too High. A chi-square test of
independence was performed to examine the relation between perceived alignment of
perceived caseload. The relation between these variables was not significant, X2 (8, n =
54) = 15.23, p < .001. School psychologists perceived caseload was not significantly
correlated with perceived actual to desired role alignment.
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Table 10
Analysis of Degree of Alignment of Actual and Desired Roles with Perceived Caseload
Perceived Caseload Size
Too Low

Correct Ratio

Too High

Perceived Alignment

n

%

n

%

n

%

Full Alignment

0

0.00%

0

0.00%

2

1.82%

Total
1

Strong Alignment

1

1.85%

14

25.93%

5

9.09%

20

Moderate Alignment

0

0.00%

12

22.22%

14

25.45%

26

Poor Alignment

0

0.00%

0

0.00%

7

12.73%

7

No Alignment

0

0.00%

1

1.82%

0

0.00%

1

Total

1

27

27

55
X2 = 15.23

p < .001 for Observed versus Expected Cell Frequencies with df = 4.

Figure 9
Perceived Alignment of Actual and Desired Roles by Perception of Caseload Size
Note. This figure provides a visual representation of the perceived caseload of school
psychologists to their perceived alignment of their desired to their actual job role.
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Alignment of actual and desired roles to number of years as a school
psychologist (research question 2). The second part of research question two explores
whether experience, more specifically the number of years practicing as a school
psychologist, is a factor of whether one is perceived to be practicing within their desired
role. Figure 10 presents a visual of school psychologists’ years of experience groups by
their perceived alignment of their current to their desired role.

0-5

6 -10

Years of Experience
11 - 15
16-20
21-25
26-30

31-35

36-40

10

Number of Respondents

9
8
7
6
5
4
3
2
1
0
No Alignment

Poor
Alignment

Moderate
Alignment

Strong
Alignment

Full Alignment

Perceived Alignment of Desired to Actual Job Role

Figure 10
Perceived Alignment of Actual to Desired Role by Years of Experience
Note. This figure presents years of experience by the perceived level of alignment of
desired to actual roles.
Table 11 compares years of experience working as a school psychologist to
perceived alignment of actual to desired job role. All school psychologists having
practiced 11 or more years (40%) indicated a Moderate or Strong alignment to their
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desired job role. School psychologists practicing less than ten years ranged from No to
Full Alignment. A chi-square test of independence was performed to examine the
relation between alignment to desired job role and years of experience. The relation
between these variables, displayed in Table 7, was not significant, X2 (4, n = 55) = 6.91, p
< .001. School psychologists experience was not significantly correlated with perceived
actual to desired role alignment. Analysis presented in Table 11.
Table 11
Analysis of Degree of Alignment of Actual and Desired Roles with Years of Experience
Years of Experience
1-10 Years
Perceived Alignment

11-36 Years

n

%

n

%

Total

Full Alignment

1

1.82%

0

0.00%

1

Strong Alignment

8

10.91%

12

21.82%

7

Moderate Alignment

17

30.91%

9

16.36%

26

Poor Alignment

6

14.55%

1

1.82%

20

No Alignment

1

1.82%

0

0.00%

1

Total

33

22

55
X2 = 6.91

p < .001 for Observed versus Expected Cell Frequencies with df = 4.
Alignment of actual and desired roles to Burnout, Compassion and
Secondary Traumatic Stress Satisfaction (research question 2). As discussed in
chapter 3, The Professional Quality of Life Scale Version 5 (Hudnall Stamm, 2009-2012)
is a 30 item self-report measure, where the ‘helper’ is asked to rate each statement using a
5-point Likert scale of Never to Very Often. Survey participants were asked to consider
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the questions about one's experiences in their work situation over the last 30 days. Based
on participants' scores, the ProQOL produced scores indicating the levels of Compassion
Satisfaction, Burnout, and Secondary Traumatic Stress those in the helping field
experience in their work. This section will explore individual statements and all 55
participants' answers as well as the mean response for each specific statement. In addition
to specific responses, scores for each ProQOL domain will be presented and later
compared with other data from the respondents of this survey. Table 12 contains
question responses from all 55 participants.
Table 12
Professional Quality of Life Scale (ProQOL) Version 5 (30 questions)

Questions
1. I am happy.

Never Rarely Sometimes Often
(1)
(2)
(3)
(4)

Very
Often
(5)

M

0%

0%

15%

65%

20%

4.71

2%

15%

38%

34%

11%

3.72

0%

0%

0%

60%

40%

5.00

4. I feel connected to others.
0%
5. I jump or am startled by
unexpected sounds.
22%
6. I feel invigorated after
working with those I [help].
0%
7. I find it difficult to separate
my personal life from my life as
a [helper].
7%
8. I am not as productive at
work because I am losing sleep
over traumatic experiences of a
person I [help].
49%
9. I think that I might have been
affected by the traumatic stress
of those I [help].
40%

2%

24%

53%

22%

4.47

31%

35%

7%

5%

2.51

5%

22%

47%

25%

4.40

40%

40%

4%

9%

2.71

38%

11%

2%

0%

1.67

31%

27%

0%

2%

1.93

2. I am preoccupied with more
than one person I [help].
3. I get satisfaction from being
able to [help] people.
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10. I feel trapped by my job as a
[helper].
44%
11. Because of my [helping], I
have felt "on edge" about
various things.
38%
12. I like my work as a [helper].
13. I feel depressed because of
the traumatic experiences of the
people I [help].
14. I feel as though I am
experiencing the trauma of
someone I have [helped].
15. I have beliefs that sustain
me.
16. I am pleased with how I am
able to keep up with [helping]
techniques and protocols.
17. I am the person I always
wanted to be.
18. My work makes me feel
satisfied.
19. I feel worn out because of
my work as a [helper].
20. I have happy thoughts and
feelings about those I [help] and
how I could help them.
21. I feel overwhelmed because
my case [work] load seems
endless.
22. I believe I can make a
difference through my work.
23. I avoid certain activities or
situations because they remind
me of frightening experiences
of the people I [help].
24. I am proud of what I can do
to [help].
25. As a result of my [helping],
I have intrusive, frightening
thoughts.
26. I feel "bogged down" by the

36%

18%

2%

0%

1.80

20%

33%

9%

0%

2.22

0%

0%

9%

73%

18%

4.82

47%

33%

15%

5%

0%

1.84

67%

25%

5%

2%

0%

1.44

0%

5%

5%

47%

42%

4.73

2%

9%

45%

42%

2%

3.75

0%

4%

35%

55%

7%

4.20

2%

0%

31%

49%

18%

4.31

4%

25%

35%

31%

5%

3.40

0%

0%

27%

65%

7%

4.45

4%

9%

53%

22%

13%

3.53

0%

2%

22%

51%

25%

4.51

80%

15%

2%

4%

0%

1.33

0%

4%

15%

55%

27%

4.60

75%

24%

2%

0%

0%

1.27

4%

20%

53%

9%

15%

3.20
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system.
27. I have thoughts that I am a
"success" as a [helper].
28. I can't recall important parts
of my work with trauma
victims.

2%

2%

35%

51%

11%

4.18

62%

31%

5%

2%

0%

1.49

29. I am a very caring person.
0%
2%
5%
64%
29% 4.84
30. I am happy that I chose to
do this work.
0%
4%
11%
60%
25% 4.67
The Professional Quality of Life Scale gave 30 statements for respondents to
choose Never, Rarely, Sometimes, Often, or Very Often to reflect how frequently they
experienced these things in the last 30 days. Table 12 displays each specific statement
and the percentage of participants who chose each rating.
Table 13
Professional Quality of Life Scale (ProQOL) Scores
Compassion Satisfaction Scale
Low
Moderate
High

n
0
39
16

Percentage
0%
71%
29%

Burnout Scale
Low
Moderate
High

n
25
30
0

Percentage
45%
55%
0%

Secondary Traumatic Stress Scale
Low
Moderate
High

n
39
16
0

Percentage
71%
29%
0%

The Professional Quality of Life Scale provided three scale scores which indicate
a level of Low, Moderate, or High for the areas of Compassion Satisfaction, Burnout, and
Secondary Traumatic Stress. The data reported in Table 13 indicate none of the school
psychologists surveyed had a low level of Compassion Satisfaction or High levels of
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Burnout or Secondary Traumatic Stress. The majority of school psychologists fell within
the Moderate range for Compassion Satisfaction (72%) and Burnout (80%).

Figure 11
Professional Quality of Life Scale Scores
Note. This figure presents an overview of each of the ProQOL scales and the number of
school psychologists whose responses fell within each range.
The school psychologists who completed the ProQOL and fell into the ranges of
Low, Moderate, and High for Compassion Satisfaction, Burnout, and Secondary
Traumatic Stress were grouped and a chi-square test of independence was completed to
determine if there was a relationship between the actual and desired job role responses
within these subgroups.
Burnout. Table 14 depicts the comparison of scores of the ProQOL Burnout
Scale to perceived alignment of actual and desired roles, also displayed in Figure 12. The
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intersect of Moderate Risk of Burnout and Moderate Alignment of roles contains the
highest percentage of school psychologists surveyed, followed by Strong Alignment to
Low Risk of Burnout (25%) and Moderate Alignment and Low Burnout (13%).
Table 14
Analysis of Perceived Alignment of Actual to Desired Role with Burnout Scale
ProQOL Burnout Scale
Low
Perceived Alignment

Moderate

High

n

%

n

%

n

%

Total

Full Alignment

1

1.82%

0

0.00%

0

0.00%

1

Strong Alignment

14

25.45%

6

10.91%

0

0.00%

20

Moderate
Alignment

7

12.73%

19

34.55%

0

0.00%

Poor Alignment

3

5.45%

4

7.27%

0

0.00%

7

No Alignment

0

0.00%

1

1.82%

0

0.00%

1

Total

26

25

30

0

55
X2 = 10.51

p < .001 for Observed versus Expected Cell Frequencies with df = 4.
A chi-square test of independence was performed to examine the relation between
perceived alignment of actual to desired job role and the ProQOL burnout scale. The
relation between these variables was not significant, X2 (4, n = 54) = 10.51, p < .001.
School psychologists’ level of burnout was not significantly correlated with perceived
actual to desired role alignment.
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Figure 12
ProQOL Burnout Scale by Perceived Alignment of Actual to Desired Role
Note. The Burnout Scale ranges are displayed by the Low, Moderate, and High bars and
viewed in groups by the perceived level of alignment of desired to actual roles.
Table 15 outlines the comparison of scores of the ProQOL Burnout Scale to the
participants perception of their caseload size, also presented visually in Figure 13. The
highest correlation of respondents was 33% with those who indicated they had too high a
student ratio and scored in the Moderate Risk range for Burnout followed by 27% with
those who indicated they had the correct student ratio and scored in the Low Risk range
for Burnout.
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Table 15
Analysis of ProQOL Burnout Scale by Perception of Student Ratio
ProQOL Burnout Scale
Low
Perceived Student Ratio

Moderate

High

n

%

n

%

n

%

Total

Ratio Too Low

1

1.82%

0

0.00%

0

0.00%

1

Correct Ratio

15

27.27%

12

21.82%

0

0.00%

27

Ratio Too High

9

16.36%

18

32.73%

0

0.00%

27

Total

25

30

0

55
X2 = 3.91

p < .001 for Observed versus Expected Cell Frequencies with df = 2.
A chi-square test of independence was performed to examine perceived caseload
and the ProQOL Burnout scale. The relation between these variables was not significant,
X2 (2, n = 55) = 3.91, p < .001. School psychologists’ level of Burnout was not
significantly correlated with perceived caseload.
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Figure 13
ProQOL Burnout by Perceived Alignment of Actual to Desired Role
Note: This figure presents Burnout Scale ranges of Low, Moderate, and High by the
perceived caseload size of school psychologists.
The experience of school psychologists in this study, quantified in whole years,
was explored to consider any trends as compared to the level of burnout. Table 16 and
Figure 14 display the results of respondents in the Low and Moderate range of Burnout
grouped by years of experience. None of the participants in this study scored in the High
range of Burnout based on the ProQOL. Of all participants, 38% practiced for less than
ten years and scored in the Moderate range of burnout. The other respondents who
scored in the Moderate range for burnout had practiced between 11 and 35 years and
included 16% of all total surveyed.
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Figure 14
ProQOL Burnout Scale by Years of Experience
Note. Low, Moderate, and High represent the Burnout scale ranges. This figure presents
Burnout ranges by years of experience.
Table 16
ProQOL Burnout Scale by Years of Experience
ProQOL Burnout Scale
Low
Moderate
% Respondents n % Respondents

High

Years of Experience

n

n % Respondents

1-5

5

9.09%

9

16.36%

0

0.00%

6-10

5

9.09%

12

21.82%

0

0.00%

11-15

6

10.91%

3

5.45%

0

0.00%

16-20

3

5.45%

3

5.45%

0

0.00%

21-25

3

5.45%

1

1.82%

0

0.00%

26-30

2

3.64%

1

1.82%

0

0.00%

31-35

0

0.00%

1

1.82%

0

0.00%

36-40

1

1.82%

0

0.00%

0

0.00%
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A chi-square test of independence was performed to examine the relation between
the ProQOL Burnout Scale and years of experience. The relation between these variables
was not significant, X2 (2, n = 55) = 4.99, p < .001. School psychologists experience was
not significantly correlated with the ProQOL Burnout Scale.
Table 17
Analysis of Years of Experience with Burnout Scale
ProQOL Burnout Scale
Low
Years of Experience

n

%

Moderate

High

n

%

n

%

Total

1-10 Years

10 18.18%

21

38.18%

0

0.00%

31

11-36 Years

15 27.27%

9

16.36%

0

0.00%

24

25

30

Total

0

55
2

X = 4.99
p < .001 for Observed versus Expected Cell Frequencies with df = 1.
Compassion Satisfaction. Table 18 presents the ProQOL Compassion
Satisfaction scores with the respondents’ perceived alignment of their actual role to their
desired role, also visually presented in Figure 15. The majority of school psychologists
surveyed scored in the moderate level of Compassion Satisfaction (71%), seen in Table
18. The other 29% fell within the High range of Compassion satisfaction, indicating they
find pleasure in being able to do their work well, being able to help others, feel positive
about their colleagues or their contributions to the work setting or the greater good of
society (Hudnall Stamm, 2009-2012). None of the participants scored in the Low range.
The respondents who indicated Poor or No Alignment (15%) all fell within the Moderate
range for Compassion Satisfaction.

59

Figure 15
ProQOL Compassion Satisfaction by Perceived Alignment of Actual to Desired Role
Note. Score ranges for Compassion Satisfaction by perceived alignment to desired role.
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Table 18
Analysis of Perceived Alignment to Desired Role with Compassion Satisfaction Scale
ProQOL Compassion Satisfaction Scale
Low

Moderate

High

Perceived Alignment

n

%

n

%

n

%

Full Alignment

0

0.00%

1

1.82%

0

0.00%

1

Strong Alignment

0

0.00%

12

21.82%

8

14.55%

20

0

0.00%

18

32.73%

8

14.55%

26

Poor Alignment

0

0.00%

7

12.73%

0

0.00%

7

No Alignment

0

0.00%

1

1.82%

0

0.00%

1

Total

0

Moderate Alignment

39

Total

16

55

X2 = 4.88
p < .001 for Observed versus Expected Cell Frequencies with df = 4.
A chi-square test of independence was performed to examine the relation between
perceived alignment of actual to desired job role and the ProQOL Compassion
Satisfaction scale. The relation between these variables was not significant, X2 (4, n = 54)
= 4.88, p < .001. School psychologists’ level of Compassion Satisfaction was not
significantly correlated with perceived actual to desired role alignment.
Table 19 presents the ProQOL Compassion Satisfaction scores with the
respondents’ perceived student ratio. All respondents fell within the Moderate and High
range for Compassion Satisfaction, with the majority falling within the Moderate Range
(71%).
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Table 19
Analysis of ProQOL Compassion Satisfaction Scale by Perception of Caseload
ProQOL Compassion Satisfaction Scale
Low

Moderate

High

Perceived Caseload

n

%

n

%

n

%

Total

Ratio Too Low

0

0.00%

1

1.82%

0

0.00%

1

Correct Ratio

0

0.00%

16

29.09%

11

20.00%

27

Ratio Too High

0

0.00%

22

40.00%

5

9.09%

27

Total

0

39

16

55

X2 = 3.65
p < .001 for Observed versus Expected Cell Frequencies with df = 2.
A chi-square test of independence was performed to examine perception of
caseload size and the ProQOL Compassion Satisfaction scale. The relation between these
variables was not significant, X2 (2, n = 55) = 3.65, p < .001. School psychologists’ level
of Compassion Satisfaction was not significantly correlated with perceived caseload.
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Figure 16
ProQOL Compassion Satisfaction Scale by Perceived Caseload
Notes. Figure presents perception of caseload size as correlated to the Compassion
Satisfaction scale responses.
On the Compassion Satisfaction scale, the majority (77%) of school psychologists
practicing in their first 10 years scored in the Moderate level of Compassion Satisfaction
with the other 23% indicating a High level. Table 20 and Figure 17 present the years of
experience groups as well as the Compassion Satisfaction levels for all respondents.
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Figure 17
ProQOL Compassion Satisfaction Scale by Years of Experience
Notes. This figure presents the Compassion Satisfaction levels, Low, Moderate, and
High, by the years of experience.
Table 20
ProQOL Compassion Satisfaction Scale by Years of Experience
ProQOL Compassion Satisfaction Scale
Low
Moderate

High

% Respondents n % Respondents

n % Respondents

Years of Experience

n

1-5

0

0.00%

11

20.00%

3

5.45%

6-10

0

0.00%

13

23.64%

4

7.27%

11-15

0

0.00%

6

10.91%

3

5.45%

16-20

0

0.00%

3

5.45%

3

5.45%

21-25

0

0.00%

3

5.45%

1

1.82%

26-30

0

0.00%

2

3.64%

1

1.82%

31-35

0

0.00%

1

1.82%

0

0.00%

36-40

0

0.00%

0

0.00%

1

1.82%
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A chi-square test of independence was performed to examine years of experience
and the ProQOL Compassion Satisfaction scale. The relation between these variables was
not significant, X2 (1, n = 54) = 1.46, p < .001. School psychologists’ level of
Compassion Satisfaction was not significantly correlated with years of experience.
Table 21
Analysis of Years of Experience with Compassion Satisfaction Scale
ProQOL Compassion Satisfaction Scale
Low
Years of Experience

Moderate

High

n

%

n

%

n

%

Total

1-10 Years

0

0.00%

24

43.63%

7

12.73%

31

11-36 Years

0

0.00%

15

27.27%

9

16.36%

24

Total

0

39

16

55

X2 = 1.46
p < .001 for Observed versus Expected Cell Frequencies with df = 1.
Secondary Traumatic Stress. Secondary Traumatic Stress considers the effect on
practitioners who work with people who have experienced extremely traumatic or
stressful events (Hudnall Stamm, 2009-2012). All respondents obtained range scores in
the Low or Moderate range. The following tables and figures present how school
psychologists scored on the Secondary Traumatic Stress scale compared with their
perceived alignment of their desired to actual role, perceived caseload size, and years of
experience.
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A chi-square test of independence was performed to examine the relation
between perceived alignment of actual to desired job role and the ProQOL Secondary
Traumatic Stress scale. The relation between these variables was not significant, X2 .
School psychologists’ level of Secondary Traumatic Stress was not significantly
correlated with perceived actual to desired role alignment.
Table 22
Analysis of Perceived Alignment of Actual to Desired Role with Secondary Traumatic
Stress Scale
ProQOL Secondary Traumatic Stress Scale
Low

Perceived Alignment

Moderate

High

n

%

n

%

n

%

Total

Full Alignment

1

1.82%

0

0.00%

0

0.00%

1

Strong Alignment

14 25.45%

6

10.91%

0

0.00%

20

Moderate Alignment

17 30.91%

9

16.36%

0

0.00%

26

Poor Alignment

6

10.91%

1

1.82%

0

0.00%

7

No Alignment

1

1.82%

0

0.00%

0

0.00%

1

Total

39

16

55

0
2

X = 1.96
p < .001 for Observed versus Expected Cell Frequencies with df = 4.
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Figure 18
ProQOL Secondary Traumatic Stress by Perceived Alignment of Actual to Desired Role
Note. This figure depicts the score ranges for Secondary Traumatic Stress by the
perceived alignment of desired role to actual role.
Table 23 presents the ProQOL Secondary Traumatic Stress scores with the
respondents’ perceived student ratio. A chi-square test of independence was performed
to examine perceived caseload and the ProQOL STS scale. The relation between these
variables was not significant, X2 (2, n = 55) = .78, p < .001. School psychologists’ level
of Secondary Traumatic Stress was not significantly correlated with perceived caseload.
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Table 23
Analysis of Perception of Caseload Size with Secondary Traumatic Stress Scale
ProQOL Secondary Traumatic Stress Scale
Low
Moderate
High
Perceived Caseload

n

%

n

%

n

%

Total

Ratio Too Low

1

1.82%

0

0.00%

0

0.00%

1

Correct Ratio

18

32.73%

9

16.36%

0

0.00%

27

Ratio Too High

20

36.36%

7

12.73%

0

0.00%

27

Total

39

16

0

55
X2 = 0.78

p < .001 for Observed versus Expected Cell Frequencies with df = 2.

Figure 19
ProQOL Secondary Traumatic Stress by Perceived Caseload
Notes. Perceived caseload size was considered by the Compassion Satisfaction scale
responses in the ranges of Low, Moderate, and High.
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Table 24 and Figure 20 present information regarding the participants level of
Secondary Traumatic Stress by school psychologists' years of experience.
Table 24
ProQOL Secondary Traumatic Stress by Years of Experience

Years of Experience
1-5

ProQOL Secondary Traumatic Stress Scale
Low
Moderate
High
n
% Respondents n % Respondents n % Respondents
11
20.00%
3
5.45%
0
0.00%

6-10

10

18.18%

7

12.73%

0

0.00%

11-15

7

12.73%

2

3.64%

0

0.00%

16-20

4

7.27%

2

3.64%

0

0.00%

21-25

3

5.45%

1

1.82%

0

0.00%

26-30

3

5.45%

0

0.00&

0

0.00%

31-35

0

0.00%

1

1.82%

0

0.00%

36-40

1

1.83%

0

0.00%

0

0.00%

A chi-square test of independence was performed to examine years of experience
and the ProQOL STS scale. The relation between these variables was not significant, X2
(1, n = 54) = 0.35, p < .001. School psychologists’ level of STS was not significantly
correlated with years of experience.
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Table 25
Analysis of Years of Experience with Secondary Traumatic Stress Scale
ProQOL Secondary Traumatic Stress Scale
Low
Years of Experience

n

%

Moderate

High

n

%

n

%

Total

1-10 Years

21 18.18%

10

38.18%

0

0.00%

31

11-36 Years

18 27.27%

6

16.36%

0

0.00%

24

39

16

Total

0

55
X2 = .35

p < .001 for Observed versus Expected Cell Frequencies with df = 1.

Figure 20
ProQOL Secondary Traumatic Stress Scale by Years of Experience
Notes. This figure presents the Secondary Traumatic Stress levels, Low, Moderate, and
High, by the years of experience.
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Qualitative Data
This study included open ended questions to allow school psychologists to
provide specific information in order to better understand their perspectives on role
alignment, effectiveness of their work, and what originally attracted them to the
profession.
Findings Related to Research Questions
The study sought to answer the following three research questions:
● What attracted you to the profession of school psychology?
● Which aspects of your role do you consider the most important to your
overall effectiveness?
● Where there is not alignment between your actual and desired role, what
barriers contribute to the discrepancy?
Question 1: What attracted you to the profession of school psychology?
The school psychologists surveyed were asked what attracted them to the field of
school psychology. Although the answers varied, the majority of respondents (84%)
indicated that they wanted to help students, with another 22% indicating that they wanted
to work in the school setting. Others specifically stated they wanted to support mental
health and behavior, child development, social skills, accessibility issues, and students
with disabilities. Responses also included that working in a public school provides the
ability to serve all students, regardless of insurance, socioeconomic status, or parental
knowledge/education. Passion for their work was seen in many of the responses. One
indicated that “being able to be a preventative force and build confidence in students for
their future” is what attracted them to school psychology. Several also mentioned that in
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addition to helping students, they advocated for student needs. Additionally, 7% stated
that beyond supporting students, they were interested in the profession for the diagnostic
component and use of data to help determine student needs and develop plans for
support. Beyond the work with individual students, 27% of respondents indicated it was
systems work that drew them to the field of school psychology. Systems work included
specific responses of working to influence the use of best practice in schools, improve
education, and the use of data and the problem-solving process to work toward
continuous improvement. One respondent stated the following for choosing school
psychology over other leadership positions, “I wanted to be a support to help schools run
more effectively but not be bogged down with the daily operations like an administrator”.
A large part of working on systems and supporting students is also supporting teachers
with consultation, problem solving, and professional development; 16% of respondents
indicated this was a reason to become a school psychologist. As indicated in the
literature review and with the breadth of practice, 11% indicated the diversity of duties,
lack of monotony, and flexibility as factors that brought them to the field. Working in a
school and with students involves families and the community; 11% indicated that work
with the family to support students was a draw to the field. School psychology is known
for pulling from both education and psychology to support students, teachers, family,
schools and communities; 9% of respondents indicated that the psychology side of the
job attracted them to the field. The love of learning was a deciding factor for 4%, which
is beneficial in a field where continuous professional learning is required to stay up to
date with best practices. One school psychologist included many of the reasons together
when stating why he or she was attracted to the profession: “A school-based setting and a
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role that allows positive impact for youth to succeed in ways that make sense for their
journey. The array of training that allows each day to not be the same and to really invest
in areas that are my bright spots where positive impact can be made from systems level
all the way to individual student direct service”.
Question 2: Which aspects of your role do you consider the most important to your
overall effectiveness?
As seen in the qualitative information with the desired increase in time for
consultation, 75% of the school psychologists indicated that collaboration, followed by
support to teachers and other educational staff, is what they found to be the most
important role for overall effectiveness. This includes consultation, building
relationships and trust, providing professional learning, leadership roles, and working
with staff to promote positive change for a building. Next, 45% of school psychologists
indicated data-based problem solving, evaluation and interpretation, and using data
effectively to create plans for support and preventative services to be the roles they felt
were most effective.

The first two most common answers provide support indirectly to

students through supporting teachers and staff as well as supporting effective data-based
problem solving. The third highest response to what was considered the most important
role to overall effectiveness was direct services to students. Twenty-nine percent of the
respondents indicated that building relationships with students, providing interventions
(social, emotional, academic, and behavioral), and advocating for students was the role in
which they were most effective. Sixteen percent of respondents indicated that their
training and knowledge of a variety of topics supported their overall effectiveness.
School psychologists also indicated that the following support them to practice with the
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most effectiveness: appreciation for diversity, home/work balance, time management and
efficiency, advocacy of role, and small caseload.
Questions 3: Where there is not alignment between your actual and desired role,
what barriers contribute to the discrepancy?
Respondents were asked what barriers contributed to the discrepancy where there
was not alignment between actual and desired role. Inductive coding using sampling and
re-coding was used for the qualitative data. The one school psychologist who indicated
full alignment of their actual and desired job role did not answer due to no barriers.
Others ranged from one to several reasons why they are not able to practice in their
desired roles. The barrier which respondents noted the most was completing the duties of
special education evaluations, including testing, paperwork, and report writing (38%).
One respondent wrote: “Paperwork - if I didn't have to write MDT reports, that are
typically not read by anyone, I feel that I would have more time to make an impact at the
individual level and system level.” One respondent stated, “When you work in BFE, all
you do is test,” presumably referring to the Western part of the state. Although this
statement may appear controversial as to appropriateness, it conveys a bold message
about the role of this school psychologist in that region.
Related to the time spent completing testing and evaluations, four (7%)
respondents indicated that the current special education law and the discrepancy model
pose a barrier to practicing in their desired role. Time and high caseloads/multiple
buildings both were barriers identified by 25% of respondents. One school psychologist
reported, “just too many students/too many needs to get to them all in any kind of
effective way, e.g. too many evaluations due at the same time several students are
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exhibiting behavior or emotional problems. It feels like I am working all the time--last
car in the parking lot, taking work home, coming in early”. Another respondent noted a
need that was unmet due to time stating, “mental health is a huge concern right now and
the need and the supports don't match”.
Although high caseloads are likely related to the lack of time, there are other
factors that could contribute to time as a barrier, so these were coded separately. One
respondent indicated that the reason for the high caseload was due to the shortage of
school psychologists; when there are not enough school psychologists in the state,
additional duties are put on others.
Also mentioned were the needs of the students in a district, school administrators,
and district policies and systems. The needs in a school drive much of what happens
within the building; 11% of school psychologists surveyed indicated the needs of the
school are the reason for misalignment of roles.

Twenty-four percent of respondents

indicated that their administrator or supervisors are a barrier to desired practices or
require them to complete additional duties that do not align with their desired role.
Administration may unknowingly be a barrier to the desired role of school psychologists:
16% of respondents indicated that they are seen as only special education testers, a role
that is commonly thought of as the ‘traditional role’ of school psychologists. One
respondent indicated “principals and special education supervisors can make or break it
for school psychs”, another referenced a “lack of awareness of school psych's diverse
skill set.”
Relatedly, 20% indicated that the school systems they work in or service delivery
model in that school system pose a barrier to practicing in their desired role. One school
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psychologist noted the “slow buy-in for changes to more effective interventions or
systems” to pose as a barrier to practicing in their desired role.
Quantitative and Qualitative Data
Information provided by the school psychologists who completed the survey was
generally consistent across the qualitative and quantitative data. School psychologists
indicated that time was a factor preventing them from practicing in their desired roles and
that activities of testing and report writing was a barrier to having the time for other roles.
This was also seen when looking at the percent of time school psychologists were
actually spending in each NASP domain compared with the percent of time they desired
to spend in each domain, specifically less time in the first domain which includes the
activities performed for evaluations including formal testing and report writing.
The domain with the second highest discrepancy of alignment between their actual
and desired role was the fourth domain, that of providing mental health services and
social and life skill interventions. Respondents on average desired to spend 6.25% more
time completing activities which fall in this domain. This was followed by the desire to
spend more time completing school-wide practice to promote learning (Domain 5),
consultation and collaboration (Domain 2), and preventative and responsive services
(Domain 6). Refer to Figure 6 and Table 2 for additional information on the difference in
respondents’ actual and desired role differences. Again, similar comments and trends
were seen in the qualitative information obtained from school psychologists who report
that their practices in consultation and collaboration are the areas in which they felt their
work was the most effective.

76

Chapter 5
Conclusions, Discussion, and Recommendations for Further Study
With the foundational information of experience (years practicing) and workload
(student ratio), the alignment of school psychologists’ actual job role to what they desire
in their job was explored. These factors were also compared to burnout, compassion
satisfaction and secondary traumatic stress as assessed using the ProQOL. Additional
information was gathered from participants by asking for information on roles they
perceive to be the most important to their overall effectiveness, barriers to practicing in
their desired role, and what initially drew them to the field of school psychology.
Summary of the Study
This study examined the actual and desired job roles of school psychologists in
Nebraska. In addition, the degree of alignment between the actual and desired role were
compared with student ratio, years of experience, perceived alignment and caseload, and
the ProQOL scales of Burnout, Compassion Satisfaction and Secondary Traumatic Stress.
Research Question 1
The first research question asked school psychologists to report their actual and
desired job responsibilities.
Job Role. Respondents in this study indicated the amount of time they currently
spent in each of the 10 NASP Domains and time they desired to spend in each role. A
similar question was asked by Bradley-Johnson and Dean (2000). They discuss the
evidence dating back 50 years calling for change in the field of school psychology. The
literature review in Chapter 2 reviewed the history of school psychology and the
movement from old practices of mainly testing to incorporating more preventative
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supports that include supporting the mental health of students. Bradley-Johnson and Dean
(2000) were optimistic for change in the 21st century, yet 20 years later similar
conversations continue to occur regarding the expansion of the role of school
psychologists. The current study found that most school psychologists surveyed spend a
high percentage of their time in the NASP Domain 1- Data-Based Decision Making and
Accountability, due to special education evaluations encompassing much of this domain.
Most school psychologists surveyed (92%) indicated they spend less than 10% of their
time practicing Preventive and Responsive Services (NASP Domain 6). Even more
specifically, furthermore, 25% indicated they spent 0% of their time performing
Preventative and Responsive Services (NASP Domain 6).
To provide further historical context, a similar research study was completed in
Nebraska published in 1981 by Wright and Gutkin. Wright and Gutkin (1981) provided
additional context to studies completed in the 1970s of school psychologists’ perception
of real and ideal roles (Cook & Patterson, 1977; Hughs, 1979). Similar to the current
study, Gutkin and Wright (1981) found that school psychologists desired to spend less
time completing job functions related to assessment and administration (i.e. testing,
interpretation, report writing and administrative duties), and would rather spend more
time in consultation (with teachers and parents, team meetings, and follow up), direct
services (i.e. classroom intervention and student counseling) and information (i.e.
community contact, presenting in-service, and practical research). Similar trends were
found nearly 40 years later in the current study. At the time of the Wright and Gutkin
(1981) study the NASP recommended ratio was 1:1000; the average ratio of respondents
was 1:2570 with a range of 1:333-1:7500. Although similar themes are seen with the
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desire to practice in an expanded role between the studies, the school psychologist to
student ratios have significantly improved and caseloads have decreased.
A surprising result in this study was that many of the participants indicated they
desired to spend no time completing duties in most of the NASP domains. The only
domain that all respondents indicated they desired to spend time in was NASP Domain 2
which includes the role of consultation and collaboration. The following are the domains
and number of participants that indicated their desire to spend no time completing roles
that fall within these domains: Domain 1: Data-Based Decision Making and
Accountability (n=1); Domain 3: Interventions and Instructional Support to Develop
Academic Skills (n=11); Domain 4: Interventions and Mental Health Services to Develop
Social and Life Skills (n= 2); Domain 5: School-Wide Practices to Promote Learning (n=
6); Domain 6: Preventive and Responsive Services (n= 7); Domain 7: Family–School
Collaboration Services (n= 17); Domain 8: Diversity in Development and Learning (n=
30); Domain 9: Research and Program Evaluation (n= 29); Domain 10: Legal, Ethical,
and Professional (n= 26). This data, as well as additional information regarding the range
of responses for actual and desired job role, is presented in Table 5. In the current study,
the rationale for desired roles was not pursued. This is an area in which additional
research would be important to understand why practicing school psychologists do not
desire to spend time practicing within all of the NASP domains.
Research Question 2
The second research question examined the correlation of the degree of alignment
of actual and desired roles to the number of students served, number of years as a school
psychologist, Burnout, Compassion Satisfaction, and Secondary Traumatic Stress.
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School Psychologist to Student Ratio. High caseloads and perceived caseloads
which were too high was a trend in both the qualitative and quantitative data as a barrier
to desired practice. Table 2 indicates 31% (17) of school psychologists surveyed to be
practicing at or below the NASP (2010) recommended ratio. Surprisingly, 49% (27)
indicated they perceived their caseload to be the correct ratio and 2% (1) identified their
caseload as too low. Eleven of the participants do not practice within the NASP
recommended ratio but perceive their caseload to be the correct caseload. Factors
related to number of buildings, needs of the students/buildings, role, collaboration with
other professionals in support staff roles, or narrow role may have contributed to this
response.
Years of Experience. Among the surveyed participants, 75% have practiced as a
school psychologist less than 15 years, with only 2 (4%) practicing more than 31 years.
Due to the heavily weighted responses of early career school psychologists, information
was obtained from the Education Directory Search on the Nebraska Department of
Education website. Of the 356 school psychologists practicing in Nebraska during the
2019-2020 school year, 63.5% have practiced for 15 years or less and 4.5% have
practiced for 31 years or more (NDE, 2020). Both in this study and across the state of
Nebraska, most practicing school psychologists have served in this capacity for 15 years
or less.
Burnout. Overall, the school psychologists who completed the survey indicated
Moderate (55%) or Low (45%) levels of Burnout as assessed on the ProQOL outlined in
Table 12 and Figure 11. Although none of the school psychologists surveyed fell in the
high burnout range, over half in the moderate range should not be overlooked. Huebner

80

(1992) found that although there was not a direct correlation of caseload and burnout, the
discrepancy between school psychologists’ ideal and actual caseload was a predictor of
burnout. In related research of burnout in a helping field, Devilly, Wright, & Varker
(2009) found that work-related stressors, specifically burnout and being new to the
profession, predicted therapist distress.
Compassion Satisfaction. The majority (71%) of the respondents indicated a
Moderate Level of Compassion Satisfaction, while the other 29% indicated a High Level.
The ProQOL indicates “compassion satisfaction is about the pleasure you derive from
being able to do your work well” (Hudnall Stamm, 2009-2012, pg.2). Hudnall Stamm
(2009-2012) goes on to indicate Compassion Satisfaction as the feeling of positivity to
help others through your work. Looking specifically at the role of school psychologists,
this could be seen in the direct work with students and families, or consultation or
collaboration with staff. Compassion Satisfaction may be seen by the pleasure of the
contribution to the work setting or the greater good of society, which according to this
study for school psychologists includes consultation and collaboration with staff, the
ability to create systems to support students at a broader level, and the connections of all
stakeholders to support students to thrive.
Secondary Traumatic Stress. In the current study, most respondents indicated a
Low Level of Secondary Traumatic Stress (71%), with the remaining 29% falling within
the Moderate Range. The ProQOL discusses Secondary Traumatic Stress as developing
problems due to the exposure to the trauma of others (Hudnall Stamm, 2009-2012).
Secondary traumatic stress is also referred to as vicarious trauma and frequently
discussed in consideration of burnout among professionals (Devilly, Wright, & Varker,
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2009; Mann, Zaheer, & Kelly-Vance, 2019). Mann, Zaheer, and Kelly-Vance (2019)
discuss these, along with compassion fatigue, and the risk and serious effects they may
have on school psychologists. The ProQOL indicated that compassion satisfaction is
two-part with components of burnout and secondary traumatic stress (Hudnall Stamm,
2009-2012). Burns (2009) found 23% of school psychologists experienced symptoms of
emotional exhaustion, although emotional exhaustion was not specifically explored in
this study. Twenty-nine percent of school psychologists in this study indicated a
moderate level of secondary traumatic stress.
Research Question 3
The third research question considered the reasons for alignment or misalignment
for school psychologists’ actual and desired job responsibilities.
Time. Time and high caseloads/multiple buildings both were barriers identified by
25% of respondents in the qualitative research question. Although high caseloads are
likely related to the lack of time, there are other factors that could contribute to time as a
barrier.
Legal Obligation. Within the qualitative responses, several respondents indicated
laws requiring the use of discrepancy model to identify a specific learning disability
identification for special education, with more noting that the time spent completing
evaluations as the reason for not practicing in their desired role. Although the
discrepancy model is still the most used method for specific learning disability
identification in Nebraska it is not legally mandated. When the federal law, Individuals
with Disabilities Education Act (IDEA), was reauthorized in 2004, states were given
more flexibility in the verification of children with specific learning disabilities. The
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language provides states with three different options in the verification of specific
learning disabilities, and dictates that states must not require the use of a severe
discrepancy between intellectual ability and achievement for determining whether a child
has a specific learning disability (IDEA, 2004 Sec. 300.8(c)(10);(2)). Nebraska special
education law, Rule 51, followed the language of IDEA 2004 allowing specific learning
disabilities to be identified by other research-based measures and does not require a
discrepancy of IQ and achievement scores. Although not legally required, most districts
in Nebraska continue to use the discrepancy model. There is a growing movement,
supported by the Nebraska Department of Education, advocating a multi-tiered system of
support (MTSS) framework, which if implemented with fidelity could be used to identify
specific learning disabilities. Nebraska Multi-tiered System of Support (NeMTSS),
defines MTSS as a “framework that promotes an integrated system connecting general
education and special education, along with all components of teaching and learning, into
a high quality, standards-based instruction and intervention system that is matched to a
student’s academic, social-emotional and behavior needs'' (NDE, UNL, & UNO, 2018).
If MTSS is supported at the district level, this may lead to a shift in duties for school
psychologists to provide more preventative services and interventions while moving
away from the quantity of testing duties.
School Systems and Administration. Superintendents, special education
directors, and principals are leaders in school districts and make many decisions which
determine what the role of school psychologists entail. McCaslin-Timmons (2016)
completed a study, which included Nebraska and surrounding states, exploring principal
perspectives of the role and skills of school psychologists. This study found that many
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principals did not fully understand the role and skill sets of school psychologists. Part of
this confusion is due to differentiating the duties and role between school psychologists,
counselors, and social workers. Another barrier which was seen to limit the role of school
psychologists in the study exists when special education dollars are used to fund the
school psychologist (McCaslin-Timmons, 2016).
Shortage of School Psychologists. One of the respondents referenced the
shortage of school psychologists as a barrier. Ten others indicated high caseloads, and
this shortage could be a contributing factor. The shortage of school psychologists has
been a concern within the profession for decades and possibly since the inception of the
profession. Fagan (2004) stated, “it appears there has never been a time when the supply
of school psychologists was sufficient to meet the demand” (p. 419). The demand for
school psychologists has also grown as the role of school psychologists has expanded.
The American Association for Employment in Education (2016) stated in the 2016-17
Educator Supply and Demand Report that 9 of the 10 US regional areas are experiencing
some or considerable shortage. The National Association of School Psychologists (2016)
reports the shortage is seen in both an insufficient number of positions to meet student
needs and number of practitioners to fill current positions. NASP (2016) goes on to
address the complexity of the shortage and reports the following as contributing factors:
limited number of training programs/faculty & internship positions/supervisors, difficulty
recruiting to the profession and retaining qualified school psychologists, and limited
diversity in the field. For local context, the Nebraska Department of Education report
noted 17.15 School Psychologist positions that were unfilled during the 2019-2020
school year. Among educational positions in Nebraska, school psychologist was 7th on
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the top ten list of shortage areas (NDE, 2019.) This shortage represents a 5.28% unfilled
FTE compared to the total FTE for school psychologists across the state (NDE, 2019).
Positive Psychology. Although this study did not pursue specific elements of
positive psychology, the underlying themes related closely. The connection of practicing
in a role school psychologists desire or perceive to be the most effective role aligns with
Martin Seligman’s (2002) positive emotions over time, which include satisfaction of the
past, happiness in the present, and optimism for the future. In the context of the
misalignment of desired to actual job role in this study, it may be assumed that one may
not feel satisfaction in their work or optimism in their future work if their current practice
does not align with their desired practice. The degree of alignment of a school
psychologist’s actual role to their desired role was explored in this study and factors of
perceived caseload size and perceived alignment of practicing school psychologists were
correlated. Qualitative questions were also asked to indicate in which roles school
psychologists believed themselves to be most effective, related to Seligman's effective
use of one's strengths and resources producing happiness and job satisfaction. The
practice in which the most school psychologists (75%) considered to be the most
important to their overall effectiveness was collaboration and consultation. School
psychologists reported spending on average, 19% of their time within NASP Domain 2:
Collaboration and consultation, responses ranged from 0%-50% of time. The desired
time within a role of consultation and collaborations was similar to the current practice of
respondents. For specific information regarding time within each domain refer to Tables
6 and 8.
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Study Limitations
Although this study had a 30% response rate of the targeted participants,
consisting of practicing school psychologists in Nebraska and members of the Nebraska
School Psychologists Association, the small sample size is a limitation in extrapolating
this information for the profession. With a sample size of 55, generalizations to the
profession should be limited to include school psychologists practicing within Nebraska.
Additional limitations were discovered when analyzing the data, including lack of
information about the needs of students/district the school psychologists serve and
specific details regarding the number of buildings or districts. The need for additional
information to support interpretations could be obtained through additional research on
this topic.
Implications
School Psychologists. This study provides school psychologists in Nebraska with
an understanding of the current role of practitioners in the state and their desires for their
roles. This study also includes barriers to school psychologists practicing within their
desired roles. The findings of this research may lead to changes that assist school
psychologists in overcoming barriers to practice in a role they believe to best support the
needs of the students they serve.
The findings regarding burnout and secondary traumatic stress are concerning in
regards to the well-being of school psychologists across Nebraska. A growing movement
is emphasizing self-care as an ethical responsibility and obligation in order to maintain
competence as a practicing school psychologist (APA, 2017; Lopez, 2016; NASP, 2010;
Wise, Hersh, & Gibson, 2012). Within an article published in the National School
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Psychologists Association publication, the Communique, Paula Gill Lopez (2016) stated,
“while not explicitly mentioned in the NASP Principles for Professional Ethics (2010),
the obligation for self-care is implied within principles that outline the need for school
psychologists to do no harm and promote just and fair treatment of all people:”.
School Systems/Administration. Valuable information was provided by
participants indicating the barriers they face which prevents them from practicing in their
desired roles. Many school psychologists indicated that the lack of understanding of the
breadth of expertise possessed by school psychologists is a barrier, as well as barriers
imposed by systems and administration to desired practice. The study further supports
that it is important for education administrators and other stakeholders to understand and
utilize school psychologists in order to best support the needs of the students they serve
through an expanded role and the ability to meet a variety of needs in a whole-child
approach.
Further Research
This study builds on the body of research supporting the expanded role of school
psychologists. Further research to expand on this topic could include exploring reasons
why some school psychologists do not desire to practice in an expanded role and reasons
that the majority of school psychologists have been practicing less than 15 years.
Another line of research to expand the current study would be to further explore the
factors which support school psychologists to practice in their desired role, and the
protective factors and self-care strategies school psychologists utilize to maximize their
role and well-being.
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Further research could explore the reasons for school psychologists not desiring to
practice in an expanded role, specifically not electing to practice in alignment with the
NASP practice model. Further research could consider factors of student needs in a
district, the efficacy of school psychologists within each of the domains of the NASP
Practice Model, or the systems and administrative barriers.
Additional research could be completed to explore explanations for why the
majority of school psychologists have practiced less than 15 years. Specifically, it would
be interesting to see if the reason is related to burnout, if it is due to leaving the
profession for advancement, or perhaps related to coming into the profession as a second
career, and therefore spending fewer overall years in the position of school psychologist.
Conclusion
This study was conducted as mixed-methods research to develop a better
understanding of the actual and desired job roles of school psychologists and the
alignment or misalignment between the two. Additional information regarding years of
experience, student ratio, perceived caseload, and perceived alignment of actual to
desired role was collected from participants in this study. The ProQOL was also
completed and produced a leveled score (low, moderate, or high) for Compassion
Satisfaction, Burnout, and Secondary Traumatic Stress. These variables were correlated
to determine trends and significant findings between each of these factors related to the
role, practice, and well-being of school psychologists as assessed by the ProQOL.
Participants in this study responded to qualitative questions regarding reasons they
entered the field, barriers to practicing in their desired role, and roles they felt to be most
effective.
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The majority of school psychologists entered the field to support children; all but
one of the school psychologists surveyed indicated barriers preventing them from
practicing within their desired job role. Considering the framework of positive
psychology and the concerns of many school psychologists in the moderate range of
Burnout, change is necessary to enable school psychologists to practice within a role they
desire and believe to best support students. This research should encourage educational
stakeholders and school psychologists to overcome the barriers to provide school
psychologists the ability to practice within an expanded role, aligned with the NASP
Practice Model, to provide a whole-child approach to supporting the education and wellbeing of students.
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Appendix A: Participant Role Survey
1. Years as a school psychologist: ________
2. School psychologist to student ratio: 1:__________
3. I feel my caseload is: Too low, the correct ratio, too high
4. Role: What is the actual time you spend participating in each of the NASP
domains and what would be desired time you spend for each domain. Both
columns should total 100%.
NASP Domains
1: Data-Based Decision Making and Accountability
2: Consultation and Collaboration
3: Interventions and Instructional Support to Develop
Academic Skills
4: Interventions and Mental Health Services to Develop
Social and Life Skills
5: School-Wide Practices to Promote Learning
6: Preventive and Responsive Services; Domain
7: Family–School Collaboration Services
8: Diversity in Development and Learning
9: Research and Program Evaluation
10: Legal, Ethical, and Professional Practice
11.Other (please list activity):

Actual

Desired

If you would like more specific information about each domain please visit:
https://www.nasponline.org/standards-and-certification/nasp-practice-model/nasp-practice-modelimplementation-guide/section-i-nasp-practice-model-overview/nasp-practice-model-10-domains

5. In general, to what extent do you feel your actual role aligns with your desired
role:
A. Full Alignment

B. Strong Alignment C. Moderate Alignment

D. Poor Alignment

E. No Alignment

6. What attracted you to the profession of school psychology?
7. Which aspects of your role do you consider the most important to your overall
effectiveness?
8. Where there is not alignment between your actual and desired role, what barriers
contribute to the discrepancy?
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Appendix B: Professional Quality of Life Scale (ProQOL)
Compassion Satisfaction and Compassion Fatigue (ProQOL) Version 5 (2009) When you [help] people you
have direct contact with their lives. As you may have found, your compassion for those you [help] can
affect you in positive and negative ways. Below are some questions about your experiences, both positive
and negative, as a [helper]. Consider each of the following questions about you and your current work
situation. Select the number that honestly reflects how frequently you experienced these things in the last
30 days.
1=Never 2=Rarely 3=Sometimes 4=Often 5=Very Often

1. I am happy.
2. I am preoccupied with more than one person I [help].
3. I get satisfaction from being able to [help] people.
4. I feel connected to others.
5. I jump or am startled by unexpected sounds.
6. I feel invigorated after working with those I [help].
7. I find it difficult to separate my personal life from my life as a [helper].
8. I am not as productive at work because I am losing sleep over traumatic experiences of a
person I [help].
9. I think that I might have been affected by the traumatic stress of those I [help]. 10. I feel
trapped by my job as a [helper].
11. Because of my [helping], I have felt "on edge" about various things.
12. I like my work as a [helper].
13. I feel depressed because of the traumatic experiences of the people I [help].
14. I feel as though I am experiencing the trauma of someone I have [helped].
15. I have beliefs that sustain me.
16. I am pleased with how I am able to keep up with [helping] techniques and protocols.
17. I am the person I always wanted to be.
18. My work makes me feel satisfied.
19. I feel worn out because of my work as a [helper].
20. I have happy thoughts and feelings about those I [help] and how I could help them.
21. I feel overwhelmed because my case [work] load seems endless.
22. I believe I can make a difference through my work.
23. I avoid certain activities or situations because they remind me of frightening experiences of
the people I [help].
24. I am proud of what I can do to [help].
25. As a result of my [helping], I have intrusive, frightening thoughts.
26. I feel "bogged down" by the system.
27. I have thoughts that I am a "success" as a [helper].
28. I can't recall important parts of my work with trauma victims.
29. I am a very caring person.
30. I am happy that I chose to do this work.
© B. Hudnall Stamm, 2009. Professional Quality of Life: Compassion Satisfaction and Fatigue Version 5 (ProQOL). /www.isu.edu/~bhstamm or
www.proqol.org. This test may be freely copied as long as (a) author is credited, (b) no changes are made, and (c) it is not sold.
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